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Abstract	  This	  project	  takes	  departure	  in	  wanting	  to	  investigate	  how	  youth	  in	  South	  Sudan	  can	  become	  an	  included	  and	  active	  part	  of	  the	  building-­‐up	  process	  of	  South	  Sudan,	  which	  officially	  gained	  its	  independence	  in	  2011.	  It	  is	  argued	  that	  if	  wanting	  to	  include	  the	  big	  majority	  of	  young	  people	  who	  have	  been	  involved	  in	  the	  conflicts	  and	  who	  there-­‐fore	  have	  not	  been	  able	  to	  participate	  in	  formal	  education,	  there	  is	  a	  need	  for	  context	  dependent	   education	   opportunities.	   It	   is	   also	   argued	   that	   the	   government	   need	   to	  play	  a	  more	  active	  role	  in	  creating	  livelihood	  opportunities	  for	  the	  youth.	  The	  focus	  in	  the	  project	  is	  therefore	  on	  alternative	  education	  programmes	  and	  how	  these	  could	  be	  structured	  best	  in	  order	  to	  meet	  the	  needs	  of	  the	  youth	  in	  South	  Sudan.	  The	  theo-­‐ry	  used	  in	  this	  project	  is	  Bourdieu	  with	  his	  use	  of	  capitals	  and	  habitus	  as	  well	  as	  Pau-­‐lo	  Freire,	  who	  deals	  with	  educational	  theory.	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Abbreviation	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1.	  Introduction	  
	  
“Education	  is	  the	  most	  powerful	  weapon	  which	  you	  can	  use	  to	  change	  the	  world.” -­‐   Nelson	  Mandela 
	   The	  members	  of	  this	  group	  gathered	  due	  to	  a	  common	  interest	  for	  education,	  devel-­‐opment	  studies	  and	  Africa.	  We	  have	  chosen	  to	  focus	  on	  the	  Republic	  of	  South	  Sudan	  (SS)	  because	  it	  is	  the	  newest	  country	  in	  the	  world.	  This	  makes	  it	  an	  interesting	  case	  due	  to	  the	  fact	  that	  it	  is	  in	  the	  early	  stages	  of	  developing	  in	  relation	  to	  infrastructure,	  education	  systems,	  state	  policy	  and	  governance.	  Our	  process	  started	  out	  wanting	  to	  look	  into	  how	  SS	  could	  become	  self-­‐sustainable	  through	  education	  of	  young	  people,	  and	  youth	  is	  therefore	  our	  target	  group	  in	  this	  project.	  The	  focus	  on	  youth	  is	  due	  to	  a	  specific	   interest	   in	   relation	   to	   the	   development	   of	   post-­‐conflict	   countries,	   because	  much	  research	  point	  towards	  that	  they,	  due	  to	  their	  position	  in	  society,	  are	  at	  great	  risk	  of	  not	  being	  utilised	  in	  the	  development	  of	  the	  country.	   We	  will	  pay	  specific	  attention	   to	   the	  approach	  of	  alternative	  education	  pro-­‐grammes	  (AEPs),	  which	  among	  others	  aim	  at	  giving	  young	  people	  in	  SS	  the	  chance	  of	  getting	  an	  education	  even	  though	  they	  might	  be	  considered	  as	  out	  of	  school	  age	  by	  the	  official	  education	  system.	  
 
1.1.	  Problem	  Area	  In	  post-­‐conflict	  situations,	  building	  up	  society	  is	  the	  key	  to	  sustain	  peace	  because	  ab-­‐sence	  of	  the	  war	  does	  not	  necessarily	  mean	  that	  the	  peace	  is	  there	  to	  stay	  (Brahimi	  2007:	  3).	  However,	  reconstructing	  society	  by	  building	  up	  institutional	  infrastructure	  and	   system	   is	   time	   consuming	   and	   costs	  money	   (Macdonald	   2005:	   2).	   Also,	  many	  post-­‐conflict	  countries’	  governments	  are	  corrupted,	  e.g.	  Sudan	  was	  ranked	  177	  out	  of	  182	  on	  a	  corruption	  ranking	  in	  2011,	  182	  being	  the	  most	  corrupted	  (Transparen-­‐cy	   International	   (Online)).	   Often	   International	   Non-­‐Governmental	   Organisations	  (INGOs)	  and	  foreign	  governments	  step	  into	  help	  building	  up	  societies	  with	  forms	  of	  aid	   or	   funds	   in	   such	   situations	   of	   post	   conflict	   countries.	  However,	   in	   the	   process,	  what	   the	   people	   in	   society	   need	   and	  what	   people	   who	   help	  may	   think	   they	   need	  might	  differ	  significantly.	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Recently,	   recognising	   the	   problems	   of	   developing	   post-­‐conflict	   countries	  without	  considering	  context,	  many	  INGOs	  are	  implementing	  or	  funding	  programmes	  that	   attempt	   to	   educate	   people	   in	   order	   for	   them	   to	   be	   able	   to	   become	   self-­‐dependent	  and	  to	  be	  able	  to	  help	  build	  up	  the	  new	  society.	  It	  is	  the	  implementation	  of	  Lao	  Tzu’s	  saying	  “Give	  a	  man	  a	  fish,	  feed	  him	  for	  a	  day.	  Teach	  a	  man	  to	  fish,	  feed	  him	  
for	  a	   lifetime”.	   SS,	   being	   in	   the	   process	   of	   post-­‐conflict	   reconstruction,	   is	   currently	  trying	   to	   set	   up	   an	   education	   system	   and	   schooling	   programmes	  with	   the	   help	   of	  United	   Nations	   and	   other	   INGOs	   since	   after	   signing	   the	   Comprehensive	   Peace	  Agreement	  (CPA)	  many	  educational	  institutions	  for	  South	  Sudanese	  people	  were	  de-­‐stroyed	   by	   two	   civil	   wars	   (Brown	   2011:	   15).	   With	   help	   from	   foreign	   funds	   and	  INGO’s,	   the	  enrolment	   rate	   in	  primary	   schools	  doubled	   since	  2005,	   and	  more	   than	  500	  classrooms	  have	  been	  constructed	  in	  SS	  (ibid:	  15).	   Still,	  a	  lot	  of	  the	  youth	  in	  post-­‐conflict	  areas	  including	  SS,	  are	  not	  benefitting	  from	  these	  programmes.	  The	  programmes	  initiated	  by	  the	  UN	  and	  other	  INGOs	  are	  mainly	  focused	  on	  formal	  primary	  education,	  which	  targets	  children	  who	  are	  in	  the	  formal	  primary	  schooling	  age	  -­‐	  most	  children	  start	  at	  the	  age	  between	  4	  and	  6.	  Also,	  those	  programmes	  are	  based	  on	  following	  formal	  education	  (FE)	  focused	  on	  improv-­‐ing	  literacy	  rates,	  which	  may	  not	  necessarily	  be	  the	  primary	  need	  for	  the	  youth	  who	  might	  need	  vocational	  or	   life	  skill	   trainings	  as	  well.	   In	  short,	   the	  youth	  does	  not	   fit	  into	   the	   Formal	   Education	   System	   (FES),	   and	   further	   the	   FES	  might	   not	  meet	   the	  needs	  of	  youth	  in	  post-­‐conflict	  countries. Youth	  in	  post-­‐conflict	  areas	  are	  the	  ones	  who	  are	  deprived	  of	  opportunities	  of	  FE,	  and	  they	  are	  the	  ones	  who	  can	  be	  resourceful	  when	  it	  comes	  to	  building	  up	  the	  post-­‐conflict	  country	  (Buckland	  2006:	  8).	  Instead,	  they	  are	  sometimes	  seen	  as	  poten-­‐tial	  threats	  (ibid:	  8).	  According	  to	  Maguire	  (2012),	  the	  international	  committees,	  e.g.	  UN	  and	  INGOs,	  need	  to	  pay	  far	  greater	  attention	  to	  youth’	  vulnerabilities,	  potentials	  and	  rights,	  if	  they	  are	  to	  live	  productive	  fulfilling	  lives	  (ibid.:	  4).	  Though,	  it	  can	  be	  ar-­‐gued	   that	   the	   responsibility	   should	   not	   be	   on	   the	   international	   society	   but	   on	   the	  Government	  of	  South	  Sudan	  (GoSS). 
 The	  focus	  in	  this	  project	  will	  be	  on	  the	  complications	  that	  youth	  experiences	  in	  rela-­‐tion	  to	  education	  in	  SS.	  We	  have	  made	  the	  following	  problem	  definition	  in	  order	  to	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shed	  light	  on	  this	   issue,	  and	  also,	  we	  have	  incorporated	  research	  questions	  helping	  us	  towards	  answering	  the	  problem	  definition.	  	  
1.2.	  Problem	  Definition	  
How	  can	  an	  increased	  focus	  on	  alternative	  education	  insure	  the	  youth	  in	  South	  Sudan	  a	  
more	  active	  and	  inclusive	  role	  in	  the	  building	  up	  of	  the	  post-­‐conflict	  country?	  	  
	  
1.3.	  Research	  Questions	  1 What	   are	   the	  main	   challenges	  when	   trying	   to	   include	   youth	   in	   the	   education	  
system	  in	  South	  Sudan? 2 How	  can	  youth	  position	  in	  South	  Sudan,	  and	  relevance	  of	  education	  for	  them,	  be	  
understood	  in	  terms	  of	  Bourdieu's	  forms	  of	  capitals? 3 What	  role	  does	  the	  South	  Sudanese	  government	  play	  in	  the	  development	  of	  al-­‐
ternative	  education	  programmes? 
 
1.4.	  Definitions	  
Western	  World When	  referring	  to	  the	  Western	  World	  or	  society,	  we	  have	  not	  used	  a	  specific	  defini-­‐tion	  but	  have	  had	  in	  mind	  the	  definition	  made	  by	  the	  UN	  of	   ‘developed	  regions’	   in-­‐cluding	  among	  others	  Europe	  and	  North-­‐America	  (United	  Nations	  Statistics	  Division,	  Developed	  regions	  (Online)).	   
 
Youth	   In	  this	  project	  a	  clear	  global	  definition	  of	  youth	  will	  be	  rejected,	  but	  an	  understand-­‐ing	  of	  youth	  being	  connected	  to	  the	  period	  in	  time	  where	  one	  steps	  out	  of	  childhood	  in	  order	  to	  step	  into	  adulthood	  is	  agreed	  upon.	  An	  understanding	  of	  the	  fact	  that	  this	  period	  in	  time	  is	  highly	  depended	  on	  the	  culture	  in	  the	  context	  is	  also	  present.	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2.	  Theory	  In	  this	  project	  the	  theories	  of	  Pierre	  Bourdieu	  and	  Paulo	  Freire	  will	  be	  used	  to	  inves-­‐tigate	  the	  youth	  in	  SS	  in	  relation	  to	  alternative	  education.	  With	  Bourdieu’s	  theoreti-­‐cal	   tools	   youth	   will	   be	   investigated,	   with	   a	   specific	   interest	   in	   gaining	   knowledge	  about	   their	  cultural,	   social	  and	  material	  capitals,	   in	  order	   to	  understand	  youth	  and	  their	  worldview,	  in	  the	  specific	  context	  of	  SS.	  Further	  on,	  Freire’s	  theory	  will	  be	  ap-­‐plied	  in	  accordance	  to	  the	  use	  of	  alternative	  education,	  arguing	  for	  the	  importance	  of	  interactive	  context	  dependent	  learning.	  	  Based	  on	  the	  two	  theories,	  there	  will	  be	  an	  analysis	   of	   the	   ‘alternative	   education’	   concept	   and	   if	   it	  would	  be	  beneficial	   for	   the	  youth	  in	  order	  for	  them	  to	  become	  an	  included	  and	  useful	  resource	   in	  the	  building	  up	  of	  the	  new	  country	  SS. We	  have	  chosen	  to	  use	  these	  two	  theories	  together,	  due	  to	  concordant	  ideas	  within	   education,	   but	   also	   because	   the	   two	   theorists	   work	   in	   two	   different	   ways.	  Bourdieu,	  being	  a	  grand	  theorist,	  does	  not	  include	  people	  into	  his	  theories	  and	  is	  not	  dependent	  on	  a	  certain	  context,	  whereas	  Freire’s	  work	  is	  highly	  influenced	  by	  people	  and	  is	  primarily	  focused	  on	  the	  context	  of	  education.	  By	  using	  theories	  with	  the	  same	  overall	  ontology,	  but	  with	  different	  approaches,	  we	  will	  reach	  a	  more	  detailed	  con-­‐clusion.	  	   
 
2.1.	  Presentation	  of	  Bourdieu	  In	  this	  project	  the	  concept	  of	  capitals	  and	  habitus	  was	  chosen	  to	  be	  used	  as	  defined	  by	   the	  French	  anthropologist	   and	   sociologist	  Pierre	  Bourdieu.	  When	  working	  with	  youth	  and	  education	  in	  this	  project,	  it	  is	  found	  relevant	  to	  use	  Bourdieu’s	  analysis	  of	  power	  structures,	  based	  on	  capitals,	  habitus,	  social	  and	  cultural	  reproduction	  in	  so-­‐ciety	  as	  well	  as	  symbolic	  violence.	  This	  will	  be	  used	   in	  order	  to	  define	  South	  Suda-­‐nese	  youth’s	  positions	  in	  society	  and	  therefrom	  try	  to	  figure	  out	  how	  they	  can	  be	  in-­‐corporated	  and	  play	  a	  positive	  role	  in	  the	  building	  up	  of	  the	  SS	  society. 
 It	   is	   the	   capitals	   of	   the	   individual	   that	   create	   the	   foundation	   of	   Bourdieu’s	   theory	  about	  the	  structure	  of	  the	  social	  world.	  Bourdieu	  is	  inspired	  by	  Marxism,	  in	  the	  sense	  that	  he	  also	  believes	  that	  society	  can	  be	  categorised	  into	  classes,	  but	  he	  is	  critical	  to-­‐wards	  that	  Marxism	  only	  focuses	  on	  material	  capital	  when	  categorising	  these	  classes.	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In	   Bourdieu’s	   point	   of	   view,	   power	   and	   inequality	   analysis	   should	   be	   based	   on	   a	  combination	  of	  material	  as	  well	  as	  social	  and	  cultural	  capital,	  which	  together	  adds	  up	  to	  a	  person's	   symbolic	   capital	   (Grenfell	  2008:	  88).	   It	   is	   the	   capitals	   that	  define	   the	  individual,	  and	  through	  analysing	  them	  the	  individual’s	  social	  position	  in	  society	  can	  be	   understood.	   Grenfell	   states	   that	   “Capital	   is	   valuable	  because	  we,	   collectively	  and	  
sometimes	  in	  spite	  of	  ourselves,	  value	  it”	  (ibid.:	  88),	  it	   is	  a	  resource	  that	  can	  give	  dif-­‐ferent	   advantages	   in	   social	   life,	   and	   because	   of	   its	   unevenly	   dividends,	   it	   can	   give	  dominance	  to	  people	  with	  a	  lot	  of	  capital.	  Though	  having	  a	  lot	  of	  one	  kind	  of	  capital	  does	   not	   necessarily	   insure	   a	   great	   amount	   of	   another	   capital,	   e.g.	   having	   a	   lot	   of	  money	  does	  not	  necessarily	  insure	  you	  to	  get	  good	  grades.	  Meanwhile,	  having	  money	  to	  pay	  for	  private	  tutoring	  or	  having	  parents	  with	  academic	  skills	  might	  increase	  the	  chances	  for	  getting	  a	  good	  grade	  in	  school.	   
 
Material	  Capital	  (sometimes	  also	  referred	  to	  as	  economic	  capital) According	  to	  Bourdieu,	  material	  capital	  is	  a	  thing	  “which	  is	  immediately	  and	  directly	  
convertible	   into	  money	   and	  may	   be	   institutionalized	   in	   the	   form	   of	   property	   rights”	  (Bourdieu	   in	  Richardson	  1986:	  47).	  Money	  and	  material	  resources	  can	  be	   invested	  and	  give	  profit	  (Järvien	  2005:	  352),	  and	  an	  individual	  with	  a	  lot	  of	  material	  capitals	  can	  thereby	  gain	  economic	  power	  and	  e.g.	  hire	  people	  with	  less	  economic	  capital.	  As	  with	  all	  the	  capitals,	  the	  value	  of	  the	  material	  capital	  varies	  according	  to	  the	  context	  in	  which	  the	  individual	  actor	  is	  located.	  A	  person	  who	  is	  considered	  poor	  in	  one	  soci-­‐ety	  might	  be	  considered	  rich	  in	  another	  society.	  According	  to	  Bourdieu,	  “The	  differ-­‐
ent	  types	  of	  capital	  can	  be	  derived	  from	  economic	  capital,	  but	  only	  at	  the	  cost	  of	  a	  more	  
or	  less	  great	  effort	  of	  transformation,	  which	  is	  needed	  to	  produce	  the	  type	  of	  power	  ef-­‐
fective	   in	   the	   field	   in	  question”	   (Bourdieu	   in	   Richardson	   1986:	   53-­‐54).	   This	  means,	  according	  to	  Bourdieu,	  that	  it	  does	  not	  make	  sense	  only	  to	  consider	  material	  capital	  when	  dealing	  with	  power	  structures	  as	  it	  is	  not	  only	  the	  material	  capital	  that	  deter-­‐mines	  the	  power	  of	  an	  actor,	  but	  also	  the	  social	  and	  cultural	  capital. 
 
	  Social	  Capital Social	   capital	   is	   in	  many	  ways	   about	   prestige.	   It	   is	   about	   interacting	   in	   social	   net-­‐works,	  may	   that	  be	   through	   family,	   friends,	   colleagues	  or	  other	  associates	   (Järvien	  2005:	  352).	  The	  position	  you	  maintain	  within	  your	  social	  network	  can	  be	  an	  indica-­‐
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tor	  of	  who	  you	  are	  as	  a	  person	  and	  you	  obtain	  social	  capital	  according	  to	  who	  you	  know	  and	  associate	  yourself	  with.	  Social	  capital	  depends,	  as	  the	  other	  capitals,	  on	  the	  context	  within	  which	  one	  operates.	  If	  being	  in	  an	  academic	  context,	  say	  at	  a	  universi-­‐ty,	  being	  related	  to	  an	  acknowledged	  philosopher	  or	  scientist	  this	  may	  increase	  your	  social	  capital,	  while	  being	  in	  a	  relationship	  with	  a	  famous	  rock	  musician	  in	  that	  con-­‐text	  may	  not.	  However,	  this	  might	  increase	  your	  social	  capital	  significantly	  if	  working	  at	  ‘The	  Hard	  Rock	  Café’.	  Since	  social	  capital	  is	  about	  maintaining	  social	  connections	  and	  this	  often	  means	  putting	  a	  lot	  of	  time	  and	  effort	  into	  these	  relationships,	  it	  is	  ar-­‐gued	  that	   it	   is	  easier	  to	  maintain	  social	  capital	   if	  one	  already	  possesses	  material	  as	  well	  as	   cultural	   capital	   (Esmark	  2006:	  93).	   	  However,	   the	  social	   capital	   can	  also	   in	  itself	   be	   crucial	   in	   other	   connections:	   “…	  social	  capital	  can	  open	  doors,	   that	  neither	  
money	  or	  examinations	  alone	  manage	  to	  open	  –	  for	  example	  when	  one	  has	  a	  high	  aca-­‐
demic	  degree,	  but	  anyway	  has	  to	  >>	  know	  someone<<	  to	  get	  a	  specific	  job”	  (ibid.:	  93)1,	  which	   is	   also	   referred	   to	   as	   being	   nepotism.	   The	   direct	   translation	   of	   nepotism	   is	  
“giving	  unfair	  advantages	  to	  your	  own	  family	  if	  you	  are	  in	  a	  position	  of	  power,	  especial-­‐
ly	  by	  giving	  them	  jobs”	  (Hornby	  2000:	  853).	  In	  this	  project	  nepotism	  is	  not	  only	  refer-­‐ring	  to	  giving	  advantages	  to	  your	  own	  family	  but	  also	  to	  others	  based	  on	  a	  personal	  relation.	   
	   
Cultural	  Capital Cultural	  capital	  is	  about	  how	  the	  individual	  is	  able	  to	  adapt	  to	  a	  given	  society’s	  cul-­‐tural	  codes	  (Järvien	  2005:	  352),	  so	  to	  possess	  cultural	  capital	  means	  to	  know	  the	  cul-­‐tural	   context	   in	  which	   one	   is	   present,	   and	   how	   to	   behave	  within	   it.	   It	   can	   include	  knowledge	  about	  e.g.	  the	  political	  system	  and	  social	  norms	  in	  society	  (ibid.).	   According	  to	  Bourdieu,	  cultural	  capital	  can	  exist	  in	  three	  different	  forms	  i.e.	  1)	  embodied	   state,	   2)	   institutionalised,	   and	   3)	   objectified	   (Bourdieu	   in	   Richardson	  1986:	  47).	  “The	  embodied	  state	  is	  both	  understood	  as	  mental	  and	  bodily	  dispositions	  as	  
ways	  of	   talking,	  dressing	  and	  moving	  and	  knowledge,	   taste	  and	  habits,	  as	  well	  as	  the	  
ability	   to	   distinguish	   between	   and	   appreciate	   cultural	   expressions…”	   (Esmark	   2006:	  
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1	  Free	  translation	  of:	  ”…	  social	  kapital	  åbne	  døre,	  som	  hverken	  penge	  eller	  eksaminer	  alene	  formår	  at	  åbne	  
–	  som	  f.	  eks.	  når	  man	  har	  erhvervet	  sig	  en	  høj	  uddannelse,	  men	  alligevel	  er	  nødt	  til	  at	  >>kende	  nogen<<	  
for	  at	  få	  et	  bestem	  job”	  
2	  Free	  translation	  of:	  ”I	  kropsliggjort	  (inkorporeret)	  tilstand	  findes	  den	  som	  mentale	  og	  legelige	  disposi-­‐
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89)2.	  The	  embodied	  state	  of	  cultural	  capital	   is	  primarily	  the	  product	  of,	  and	  will	  al-­‐ways	  be	  traced	  back	  to,	  one’s	  close	  relatives	  and	  their	  positions	  in	  society,	  as	  well	  as	  their	  historical	  background	  (ibid.:	  89)3.	  Whether	  your	  dad	  is	  a	  plumber	  or	  a	  doctor	  will	  therefore	  most	  likely	  have	  an	  influence	  on	  your	  cultural	  capital.	  The	  majority	  of	  the	   cultural	   capital	   is	   transferred	   unconsciously	   from	   e.g.	   parents	   to	   child	   just	   by	  talking	  in	  a	  specific	  manner	  or	  by	  having	  certain	  family	  traditions	  in	  your	  home	  such	  as	  whether	  you	  eat	   together	  or	  not.	  Some	  actions	  are	  of	  course	  also	  conscious	  as	  a	  parent	  might	  choose	  a	  specific	  pedagogical	  parenting	  method	  in	  the	  upbringing	  of	  a	  child	  (ibid.:	  90).	  The	  embodied	  state	  is	  modified	  to	  various	  extends	  throughout	  a	  life-­‐time	  (ibid.). The	  institutionalised	  form	  of	  the	  cultural	  capital	  exists	  in	  terms	  of	  one’s	  pro-­‐fessional	  title,	  academic	  degrees,	  diplomas	  etc.	  It	  is	  a	  proof	  of	  one’s	  cultural	  compe-­‐tences	  (ibid.).	  The	  last	   form	  of	  cultural	  capital	   is	  the	  objectified	  form,	  which	  can	  be	  things	  such	  as	  books,	  materials	  etc.	  and	  can	  thereby	  take	  the	  form	  of	  material	  capital.	  In	  other	  words,	   it	   is	   things	  you	  need	   in	  order	   to	   acquire	  knowledge.	   If	   you	  do	  not	  have	  books,	  a	  suitable	  place	   to	  study	  or	  you	  cannot	   transport	  yourself	   to	  school,	   it	  might	  be	  difficult	   to	  acquire	  knowledge	  even	  though	  you	  know	  how	  to	  read.	   (ibid.:	  91).	  The	  objectified	  form	  is	  also	  determined	  by	  the	  embodied	  form	  in	  the	  sense	  that	  one	  might	  have	  access	   to	  books	  etc.,	  but	   if	  he/she	  does	  not	  know	  how	  to	  read,	   the	  books	  are	  not	  of	  much	  use	  (ibid.). 
 
Symbolic	  Capital Symbolic	  capital	   is	  a	  “sort	  of	  superior	  form	  of	  capital	  (prestige,	  reputation)	  which	  the	  
three	  other	  capitals	  (economic,	  cultural	  and	  social)	  transform	  into,	  when	  they	  are	  con-­‐
sidered	  as	  legitimate	  on	  a	  specific	  arena”	  (Järvinen	  2005:	  352)4.	  The	  symbolic	  capital	  is	  about	  how	  the	  individual	  manages	  to	  utilize	  the	  capitals	  possessed	  (Wilken	  2006:	  46),	  which	  can	  e.g.	  be	   in	   terms	  of	  acquiring	  a	  good	  reputation	  or	  honour	   (Giddens	  2011:	  459).	   In	  other	  words,	  something	  others	  within	  a	  given	  group	  or	  society	  con-­‐	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2	  Free	  translation	  of:	  ”I	  kropsliggjort	  (inkorporeret)	  tilstand	  findes	  den	  som	  mentale	  og	  legelige	  disposi-­‐
tioner,	  som	  måder	  at	  tale,	  klæde	  og	  bevæge	  sig	  på,	  som	  viden,	  smag	  og	  tilbøjeligheder,	  som	  evner	  til	  at	  
skelne	  mellem	  og	  værdsætte	  (fin)	  kulturelle	  udtryk…”	  
3	  Free	  translation	  of:	  ”den	  grundlæggende	  socialisering	  i	  familien,	  og	  afspejler	  som	  sådan	  forældrenes	  og	  
bedsteforældrenes	  historie	  og	  sociale	  position”.	  
4	  Free	  translation	  of:	  ”en	  slags	  overordnet	  kapitalform	  (prestige,ry),	  som	  de	  tre	  andre	  kapitalformene	  (den	  
økonomiske,	  den	  kulturelle	  og	  den	  sociale)	  transformeres	  til,	  når	  de	  oppfattes	  som	  legitime	  på	  en	  specifik	  
arena”	  
	   11	  
sider	  as	  being	  of	  positive	  value	  (Järvinen	  2005:	  346).	  These	  understandings	  of	  capi-­‐tals	  are	  in	  this	  project	  relevant	  in	  order	  to	  understand	  what	  youth	  is	  being	  worked	  with,	  and	  what	  basis	  they	  have	  for	  entering	  into	  an	  education	  system,	  and	  to	  under-­‐stand	  what	  relevance	  education	  have	  for	  them	  in	  their	  context.	  	   
 
Habitus Habitus	  is	  what	  Bourdieu	  calls	  our	  instinctive	  understanding,	  which	  controls	  our	  ac-­‐tions	  and	  decisions	  (Järvinen	  2005:	  353).	  The	  habitus	  is	  controlled	  by	  the	  symbolic	  capital.	  It	  is	  not	  a	  ‘state	  of	  mind’	  but	  an	  unconscious	  way	  of	  acting.	  Habitus	  is	  embod-­‐ied	  in	  the	  individual	  and	  is	  seen	  as	  the	  core	  of	  the	  person’s	  identity	  and	  personality	  (ibid.).	  It	  controls	  how	  we	  think	  and	  act,	  and	  gives	  the	  individual	  the	  ‘practical	  sense’	  to	  make	  sensible	  and	  independent	  choices	  based	  on	  its	  own	  interests;	  incorporating	  the	  social	  settings	  and	  the	  social	  and	  cultural	  capitals	  it	  grew	  up	  with	  (ibid.).	  Habitus	  directs	  the	   individual	  towards	  familiar	  situations,	   in	  that	  way	  the	   individual	  avoids	  to	  challenge	  itself	  in	  new	  uncomfortable	  situations	  where	  its	  habitus	  might	  be	  ques-­‐tioned	  (ibid.).	  At	  the	  same	  time	  it	  reproduces	  social	  positions	  in	  society.	  Both	  capitals	  and	   habitus	   act	  within	   different	   fields,	   being	   social	   arenas	   in	  which	   agents	   act	   ac-­‐cording	  to	  their	  habitus	  and	   in	  an	  attempt	  to	  gain	  more	  capital	  (Jenkins	  2002:	  85).	  The	  field	  is	  the	  arena	  where	  the	  habitus	  is	  actualized	  through	  human	  practice	  (Gren-­‐fell	  and	  James	  1998:	  145).	  The	  field	  and	  habitus	  are	  mutually	  connected;	  “(...)the	  field	  
structures	   the	   habitus,	   (...)”	   and	   “habitus	   contributes	   to	   constituting	   the	   field	   as	   a	  
meaningful	  world	  (...)”	  (Grenfell	  and	  James	  1998:	  16).	  However,	  in	  this	  investigation	  the	  concept	  of	   fields	   is	  not	  being	  utilised,	  due	  to	  a	   limited	  timeframe	  and	  a	  wish	  to	  focus	  more	  intensely	  on	  the	  capitals.	  It	  is	  important	  to	  acknowledge	  that	  when	  work-­‐ing	  with	   habitus	   and	   capitals	   it	   will	   always	   be	  within	   fields,	   which	   in	   this	   project	  usually	   is	   referred	   to	  as	  contexts.	   	  The	  understanding	  of	  habitus	   is	   relevant	   in	   this	  project	  in	  order	  to	  gain	  an	  understanding	  of	  why	  the	  youth	  is	  acting	  in	  the	  way	  they	  do	  and	  from	  the	  capitals	  identify	  what	  leads	  them	  to	  make	  certain	  choices	  etc.	   
 
Reproduction	  and	  symbolic	  violence Bourdieu	   uses	   the	   individual’s	   position	   in	   society	   to	   explain	   how	  people	   gather	   in	  groups.	  According	   to	  Bourdieu,	   individuals	  who	   are	   in	   the	   same	   social	   space,	  with	  same	  conditions	  for	  work	  and	  life	  is	  natural	  to	  group	  up	  (Grenfell	  2008:	  93).	  What	  is	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unique	  about	  using	  Bourdieu	  and	  his	   thoughts	  on	  reproduction	   is	   that	  he	  does	  not	  only	  deal	  with	  social	  reproduction,	  but	  also	  cultural	  reproduction	  (Levison	  and	  Hol-­‐land	  1996:	  234).	  The	  formation	  of	  groups	  with	  the	  same	  social	  and	  cultural	  positions	  generates	  the	  creation	  of	  classes. Bourdieu	   is	   a	   part	   of	   the	  European	   critical	  movement,	  which	   started	   to	   ap-­‐pear	  in	  the	  middle	  of	  the	  1970’s.	  These	  critical	  theorists	  argue	  that	  schools	  in	  fact	  are	  maintaining	  inequality	  in	  society	  by	  reproducing	  social	  and	  cultural	  patterns	  (Levi-­‐son	  and	  Holland	  1996:	  234).	  Bourdieu	  argues	   that	   “(...)	  educational	   institutions	  are	  
structured	  to	  favour	  those	  who	  already	  possess	  cultural	  capital,	  in	  the	  form	  of	  the	  habi-­‐
tus	  of	  the	  dominant	  cultural	  fraction.”	  (Harker	  1990:	  87).	  The	  reproduction	  of	  social	  and	   cultural	   capitals	  within	  education	  will	   be	   further	  discussed	   in	   chapter	  4.1.	  Ac-­‐cording	  to	  Bourdieu	  it	  is	  not	  only	  the	  education	  system	  that	  is	  structured	  according	  to	  the	  dominant	  class	  but	  most	  of	  society.	  This	  is	  where	  Bourdieu’s	  concept	  of	  sym-­‐bolic	  violence	  is	  present.	  The	  symbolic	  violence	  is	  to	  be	  understood	  in	  the	  way	  that	  a	  given	  understanding	   of	   reality	   is	   presented	   as	   objective	   and	   as	   ‘the	   truth’	  without	  this	  being	   clear	   to	   the	   involved	   (Wilken	  2006:	  81).	   It	   is	   according	   to	  Bourdieu	   the	  dominant	  class,	  or	  e.g.	  the	  government,	  the	  ones	  who	  hold	  most	  power,	  that	  defines	  this	  reality,	  and	  thereby	  rule	  out	  any	  alternative	  understandings	  of	  reality	  (ibid.). Bourdieu’s	   idea	   of	   reproduction	   is	   in	   this	   project	   especially	   relevant	   due	   to	  the	  history	  of	  SS	  which	  has	  resulted	  in	  a	  great	  diversity	  among	  the	  population,	  and	  has	  therefore	  created	  groups	  with	  especially	  social	  and	  cultural	  differences.	  Further	  symbolic	   violence	   is	   relevant	  when	   looking	   at	   the	   current	   education	   system	   in	   SS,	  and	  the	  way	  it	  is	  formed	  in	  terms	  of	  e.g.	  the	  general	  set-­‐up	  and	  the	  language	  that	  is	  being	  taught.	  We	  find	  it	  important	  to	  investigate	  who	  the	  system	  accommodates,	  and	  how	  the	  educational	  structure	  and	  content	  have	  been,	  and	  are	  being	  formed.	  	  
 
2.2.	  Paulo	  Freire	  Paulo	  Freire	   is	  particularly	  acknowledged	   for	  his	  book	   ‘Pedagogy	  of	  the	  oppressed,’	  first	   published	   in	   1968,	   dedicated	   “To	   the	   oppressed,	   and	   to	   those	  who	   suffer	  with	  
them	   and	   fight	   at	   their	   side”	   (Freire	   2000).	   He	   is	   considered	   “one	   of	   the	  most	   im-­‐
portant	  theorists	  of	  "critical	  pedagogy"	  (Giroux	  2010	  (online)).	  The	  inspiration	  for	  his	  theoretical	   tools	   is	   based	   on	   his	   pedagogical	   fieldwork,	   from	   among	   others	   Brazil,	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where	  he	  was	  born	  as	  well	  as	  Chile	  and	  Tanzania,	  working	  with	  local	  politics	  and	  so-­‐cial	  matters	  in	  study	  circles,	  trying	  to	  relate	  it	  to	  the	  community	  by	  presenting	  local	  problems	  (Freire	  2000:	  12). 	   The	  idea	  behind	  Freire’s	  theory	  is	  to	  liberate	  the	  oppressed	  people,	  through	  chang-­‐ing	  the	  education	  system.	  His	  idea	  of	  the	  dominant	  culture	  oppressing	  other	  groups	  in	  a	  society	  can	  be	  seen	  in	  correlation	  to	  Bourdieu’s	  symbolic	  violence.	  According	  to	  Freire	  “The	  oppressed,	  having	  internalized	  the	  image	  of	  the	  oppressor	  and	  adopted	  his	  
guidelines,	  are	  fearful	  of	  freedom.”	  (ibid.:	  47),	  because	  that	  means	  rejecting	  what	  they	  know,	  their	  understanding	  of	  society.	  However,	  liberation	  of	  the	  oppressed	  can	  only	  happen	   by	   changing	   the	   oppressed	   people’s	  mind-­‐set;	   this	   liberation	   is	   not	   some-­‐thing	  that	  can	  be	  given	  to	  them	  through	  others,	  it	  is	  rather	  something	  that	  they	  need	  to	  fight	  for	  themselves	  (ibid.:	  48).	  Their	  way	  of	  thinking	  is	  shaped	  in	  an	  oppressive	  society,	   unconsciously	   believing	   that	   this	   is	   the	  way	   of	   living	   and	   that	   achieving	   a	  better	  life	  means	  becoming	  a	  part	  of	  the	  oppressive	  dominant	  elite.	  As	  a	  result	  of	  this	  the	  liberators	  in	  numerous	  cases	  themselves	  become	  rulers.	  It	  is,	  according	  to	  Freire,	  necessary	   to	   transform	   their	  way	  of	   thinking	  because;	   “their	  ideal	  is	  to	  be	  men;	  but	  
for	  them,	  to	  be	  men	  is	  to	  be	  oppressors.”	  (ibid.:	  45). 	   To	  accomplish	  this	  change,	  Freire	  stresses	  the	  importance	  of	  education,	  introducing	  his	  pedagogy	  of	  ‘problem-­‐posing’	  education.	  Through	  the	  problem-­‐posing	  education,	  he	  wants	  to	  make	  people	  see	  that	  they	  need	  to	  “..emerge	  from	  their	  unconscious	  en-­‐
gagements	  with	  the	  world,	  reflect	  on	  them,	  and	  work	  to	  change	  them”	  (Dimitriadis	  and	  Kamberelis	  2006:	  121),	  realising	  that	  they	  live	  with	  the	  world	  as	  well	  as	  in	  it.	  When	  trying	  to	  raise	  people’s	  critical	  awareness	  he	  exercises	  “the	  power	  of	  dialogue”	  (ibid.),	  using	  study	  groups	  discussing	  locally	  situated	  problems	  that	  they	  can	  relate	  to	  and	  engage	  in,	  because	  it	  is	  within	  their	  own	  lives. Problem-­‐posing	  education	  is	  a	  contradiction	  to	  what	  Freire	  refers	  to	  as	  ‘bank-­‐ing’	  education,	  which	   “(…)	  involves	  a	  narrating	  subject	  (the	  teacher)	  and	  patient,	  lis-­‐
tening	  objects	  (the	  students).”	  (Freire	  2000:	  71),	  where	  the	  teacher	  decides	  what	  the	  students	  should	  learn	  through	  subjects	  they	  study	  and	  books	  they	  read.	  This	  peda-­‐gogical	  approach	  is	  perceived	  by	  Freire	  as	  a	  way	  of	  “memorize	  mechanically	  the	  nar-­‐
rated	  content”	  (ibid.:	  72)	  without	  any	  form	  of	  discussion,	  presented	  by	  the	  teacher	  as	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‘reality’.	  According	  to	  Freire,	  with	  this	  education,	  students	  do	  not	  learn	  to	  have	  a	  crit-­‐ical	  point	  of	  view,	  as	  well	  as	  what	   they	   learn	  might	  seem	  out	  of	   context	  with	   their	  everyday	  life	  and	  more	  or	  less	  as	  insignificant	  (ibid.:	  72). 	   Trust	   in	   the	   people	   as	   thinking	   individuals	   is	   significant	   in	   Freire’s	   pedagogy,	   to	  acknowledge	   them	   as	   critical	   thinkers,	   being	   able	   “to	   create,	   and	   recreate”,	   acting	  creatively	  and	  independent	  (ibid.:	  90).	  According	  to	  Freire,	  education	  is	  through	  dia-­‐logue	   and	   collective	   reflection,	   dialogue	   between	   equals,	  where	   ‘the	   student	   is	   the	  teacher	   and	   the	   teacher	   is	   the	   student'	   (ibid.:	   80),	   and	   together	   they	   create	  knowledge	  and	  ‘reveal’	  reality.	  Looking	  at	  problems	  in	  a	  critical	  way,	  where	  the	  edu-­‐cation	  is	  context	  dependent,	  connected	  to	  the	  student’s	  own	  society	  (ibid.:	  81).	  The	  role	  of	  the	  teacher	  is	  to	  present	  problems	  to	  students,	  rooted	  in	  their	  own	  lives,	  not	  as	  a	  lecture	  but	  as	  a	  challenge	  for	  them	  to	  solve	  (Dimitriadis	  and	  Kamberelis	  2006:	  122).	  According	  to	  Freire,	  by	  presenting	  problems	  concerning	  real	  cases,	  and	  not	  on	  an	   abstract	   level,	   people	   can	   better	   understand	   and	   be	   able	   to	   use	   the	   knowledge	  they	  gain,	  and	  thereby	  feeling	  required	  to	  take	  action	  (Freire	  2000:	  81).	  	  Further	  on	  
“their	  response	  to	  the	  challenges	  evokes	  new	  challenges,	  followed	  by	  new	  understand-­‐
ings;	  and	  gradually	  the	  students	  come	  to	  regard	  themselves	  as	  committed”	   (ibid.),	  by	  understanding	  problems	  in	  context	  of	  other	  problems	  they	  get	  a	  new	  understanding	  of	   the	  world,	   recognizing	  how	  solving	  one	  problem	  can	  contribute	   to	   the	   improve-­‐ment	  of	  other	  issues. 
 Freire	   is	   relevant	   because	   of	   his	   concept	   of	   critical	   learning,	   making	   the	   students	  themselves	   a	   part	   of	   the	   education,	   developing	   a	   critical	   perspective	   within	   their	  own	  society.	  In	  this	  project	  his	  theory	  based	  on	  dialogical	  methods,	  study	  circles	  and	  ‘problem-­‐posing’	  education	  are	  being	  used	  in	  the	  discussion	  of	  the	  alternative	  educa-­‐tion,	  and	  how	  context-­‐dependent	  education	  can	  be	  of	  high	  relevance.	   
3.	  Methodology	  In	  this	  chapter	  we	  will	  go	  into	  depth	  with	  our	  methodology.	  Since	  we	  have	  chosen	  to	  work	  with	  social	  constructivism,	  we	  will	   first	  explain	  this.	  Then	  we	  will	  go	  into	  the	  ontology	  and	  epistemology	  of	   the	  project,	   and	  continue	  with	  discussing	   the	   limita-­‐
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tions	   we	   have	   come	   across	   during	   this	   investigation.	   Lastly	   we	   will	   discuss	   our	  choice	  of	  method	  and	  literature.	  	  
 
3.1.	  Social	  Constructivism	  Social	  Constructivism	  was	  a	  part	  of	  the	  critical	  movement	  away	  from	  the	  idea	  of	  pos-­‐itivism	  (Bryman	  2012:	  28)	  and	  was	  first	  introduced	  by	  Berger	  and	  Luckmann	  in	  the	  1960s.	  The	  idea	  of	  moving	  away	  from	  the	  belief	  of	  ‘one	  objective	  truth’	  can	  be	  found	  within	  many	  directions	  of	  philosophy	  of	  social	  sciences.	  All	  these	  directions	  lie	  with-­‐in	  the	  philosophy	  of	  social	  science	  called	  Interpretivism,	  which	  has	  been	  created	  to	  oppose	  positivism	  (ibid.).	  What	  defines	  constructivism	  is	   the	   idea	  that	   the	  world	   is	  socially	  constructed	  and	  therefore,	  ‘reality’	  is	  created	  in	  the	  interaction	  between	  in-­‐dividuals	  and	  society,	  and	  will	  always	  be	  context	  dependent	  (Berger	  and	  Luckmann	  2004:	  22). 	   According	   to	   Berger	   and	   Luckmann,	   the	   two	  most	   important	   words	   within	   social	  constructivism	   are	   ‘reality’	   and	   ‘knowledge’,	   which	   are	   connected	   to	   the	   classical	  philosophical	  questions	  about	  what	  reality	  really	  is	  (Berger	  and	  Luckmann	  2004:	  39).	  Knowledge	   is	   important	   in	   social	   constructivism	   because	   this	   is	  what	   people	   con-­‐struct	  their	  reality	  around	  though	  people	  do	  not	  always	  construct	  their	  reality	  based	  on	  scientific	  knowledge.	  Sometimes	  beliefs	  can	  be	  enough	  to	  construct	  one’s	  reality	  e.g.	  when	  people	  choose	  to	  believe	  in	  religion	  even	  though	  there	  might	  not	  be	  scien-­‐tific	   knowledge	   proving	   God’s	   existence.	   Therefore,	   if	   many	   individuals	   share	   the	  same	  ‘reality’,	  this	  can	  be	  believed	  to	  be	  an	  objective	  and	  normative	  reality.	  It	  is	  also	  what	  Bourdieu	  refers	  to	  when	  dealing	  with	  symbolic	  violence,	  and	  what	  Freire	  mean	  when	  talking	  about	  the	  oppressed.	   
 The	  form	  of	  construction	  we	  find	  interesting	  and	  which	  we	  are	  going	  into	  depth	  with	  in	  this	  project	  is	  the	  way	  people	  and	  groups	  are	  perceived	  by	  themselves	  and	  others.	  We	  want	  to	   investigate	  how	  groups	  can	  get	  stigmatised	  and	  excluded	  based	  on	  the	  construction	  of	  social	  and	  cultural	  norms.	  It	  is	  important	  to	  remember	  when	  work-­‐ing	  with	  society	  and	  groups	  within	  society	  that	  it	  is	  individuals	  with	  overlapping	  be-­‐liefs	  and	  realities	  who	  are	  constructing	  these	  ‘normalities’,	  thereby	  meaning	  it	  is	  the	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dominant	  culture	  who	  constructs	  the	  ‘objective	  reality’.	  In	  the	  following	  the	  choice	  of	  ontology,	   the	   worldview	   of	   this	   project,	   will	   be	   identified	   in	   accordance	   with	   the	  choice	  of	  working	  with	  social	  constructivism	  as	  the	  theoretical	  approach.	  	  
 
3.2.	  Ontology	  As	  explained	   in	  chapter	  3.1.,	  we	  have	  chosen	  to	  use	  a	  constructivist	   theoretical	  ap-­‐proach	   throughout	   this	   project.	   Social	   constructivism	   is	   an	   epistemology	   whereas	  ‘Constructionism’	  on	  the	  other	  hand	  is	  ontology.	  The	  ontology	  describes	  the	  way	  the	  world	  is	  viewed	  and	  can	  be	  expressed	  as	  the	  overall	  understanding	  of	  the	  world	  used	  within	  an	  investigation.	  It	  can	  be	  explained	  as	  the	  belief	  and	  the	  worldview	  in	  which	  one	  takes	  departure	  when	  conducting	  research. 
 In	  our	  investigation	  of	  youth	  in	  SS,	  and	  the	  exploration	  of	  possible	  educational	  meth-­‐ods,	  which	  could	  be	  beneficial	   for	   these	   to	  participate	   in	   the	  building	  up	  of	  SS	  and	  themselves,	  we	  have	  been	  inspired	  by	  the	  idea	  of	  looking	  at	  society	  as	  a	  social	  con-­‐struct.	  We	  have	  therefore	  chosen	  to	  work	  with	  constructionism	  as	  our	  ontology.	  We	  will	   take	  departure	  in	  the	  constructionist	  understanding	  that	  a	  universal	  truth	  or	  a	  universal	  reality	  does	  not	  exist,	  but	  that	  everything	  is	  context	  dependent	  and	  there-­‐fore	  depends	  on	  the	  individuals	  subjective	  interpretation	  of	  the	  world	  –	  making	  this	  interpretation	  the	  objective	  reality	  for	  that	  specific	  individual.	  This	  means	  that	  when	  wanting	  to	  investigate	  youth	  and	  education	  in	  SS,	  focus	  must	  be	  on	  the	  discourses	  in	  society,	   the	   reality	   existing	   in	   the	   context	   of	   SS,	   and	  on	  what	   is	   believed	   to	  be	   the	  truth	  by	  the	  different	  actors	  in	  the	  context	  of	  the	  society.	   	   Within	  society,	  actors	  with	  different	  interests	  and	  ideological	  preferences	  can	  often	  be	  identified,	  and	  the	  population	  will	  therefore	  be	  affected	  by	  different	  worldviews,	  depending	  on	  which	  actor	  is	  most	  powerful	   in	  the	  given	  context.	  An	  example	  could	  be	   when	   different	   religions	   act	   within	   the	   same	   context	   (Berger	   and	   Luckmann	  2004:	  159-­‐162).	  Also,	  social	  power	  is	  of	  significance	  when	  dealing	  with	  the	  creation	  of	  worldviews.	  Social	  power	  can	  be	  described	  as	  when	  someone	  holds	  a	  certain	  posi-­‐tion	  in	  society,	  and	  just	  by	  holding	  that	  position	  can	  change	  or	  affect	  beliefs	  in	  socie-­‐ty.	  This	  can	  e.g.	  be	  seen	  when	  a	  celebrity	  officially	  states	  that	  she	  supports	  a	  certain	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politician,	   influencing	   the	   voters	   by	   using	   her	   reputation	   and	   etos.	   It	   can	   also	   be	  when	  a	  witch	  doctor	  holds	  so	  much	  power	  in	  society	  that	  he	  is	  believed	  to	  be	  able	  to	  cure	  AIDS.	   All	  of	  this	  should	  be	  taken	  into	  account	  when	  using	  a	  constructionist	  ontology,	  and	  focus	  should	  be	  on	  the	   interactions	  between	  people	  and	  the	  relations	  between	  the	   individual	   and	   society.	   In	   order	   to	   do	   so,	   as	   researchers,	  we	  will	   have	   to	   gain	  knowledge	  about	  what	  is	  believed	  to	  be	  reality	  in	  the	  specific	  context	  that	  we	  are	  in-­‐vestigating,	  which	  in	  our	  context	  is	  SS.	  As	  a	  result	  of	  choosing	  a	  constructionist	  on-­‐tology,	  we	  will	  work	  with	  a	  constructivist	  epistemology.	  In	  the	  next	  chapter	  this	  epis-­‐temology	  will	  be	  explained,	  along	  with	  how	  it	  is	  going	  to	  be	  used	  in	  this	  project.	  	  	  
 
3.3.	  Epistemology	  We	  will	  be	  using	  a	  social	  constructivist	  epistemology,	  and	  within	  this	  we	  will	  work	  with	  social	   constructivism.	  When	  wanting	   to	   investigate	   the	  South	  Sudanese	  youth	  and	  education	   in	  a	   socially	  constructed	  world,	   the	  starting	  point	  will	  be	   to	   investi-­‐gate	  the	  role	  that	  youth	  plays	  in	  the	  context	  of	  SS.	   In	   order	   to	   answer	   our	   second	   research	   question,	  we	  will	   be	   analysing	   the	  youth’	   capitals	   within	   three	   areas:	   employment	   and	   job	   opportunities,	   education,	  and	  social	  status,	  by	  e.g.	  looking	  into	  different	  aspects	  of	  the	  South	  Sudanese	  young	  people’s	  lives	  e.g.	  relations	  between	  groups	  of	  people	  with	  different	  forms	  of	  capital	  based	  on	  among	  others	  their	  educational	  and	  historical	  background,	  ethnicity,	  gen-­‐der,	  location,	  and	  how	  these	  manifest	  themselves	  into	  the	  different	  capitals.	  The	  find-­‐ings	  of	  this	  analysis	  will	  be	  used	  in	  a	  gathered	  analysis	  of	  the	  youth	  symbolic	  capital.	  This	  will	  be	  done	  in	  order	  to	  understand	  the	  reality	  the	  youth	  live	  within,	  how	  they	  look	  upon	  each	  other,	  upon	   their	  position	   in	  different	   contexts,	   	   and	  how	   they	  are	  look	  upon	  by	  others.	  This	  will	  help	  us	  to	  get	  closer	  to	  an	  understanding	  of	  their	  con-­‐structed	  view	  of	  reality	  and	  to	  understand	  their	  habituses,	  and	  why	  they	  act	  the	  way	  they	  do.	  Only	  when	  reaching	  this	  understanding,	  an	  investigation	  of	  their	  position	  in	  society	  can	  be	  made	  and	  we	  can	  start	  to	  get	  an	  understanding	  of	  how	  to	  utilise	  their	  potentials	  and	  which	  educational	  approach	  is	  best	  fitted	  to	  help	  this	  process. When	   investigating	   education	   in	   the	   context	   of	   post-­‐conflict	   SS,	  we	  will	   use	  Bourdieu’s	  idea	  of	  social	  and	  cultural	  reproduction	  by	  analyzing	  how	  the	  youth	  have	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unconsciously	   divided	   themselves	   into	   groups	   according	   to	   their	   different	   back-­‐grounds	   and	   capitals.	   The	   educational	   theory	   by	   Freire	  will	   be	   used	   to	   investigate	  what	   kind	   of	   education	   would	   be	   most	   beneficial	   both	   for	   the	   youth	   and	   for	   the	  building	  up	  of	  SS.	  By	  incorporating	  his	  educational	  theory	  we	  will	  discuss	  education-­‐al	   approaches	  and	  planning	  of	  programmes	   in	   SS.	  All	   this	  will	   be	  done	   in	  order	   to	  question	  and	  discuss	  what	  educational	  models	  would	  be	  best	  to	  use	  in	  the	  different	  contexts	  within	  SS. To	   answer	   the	   third	   research	   question,	   Bourdieu’s	   notion	   of	   symbolic	   vio-­‐lence	  will	  be	  used	  to	  shed	  light	  on	  the	  current	  priorities	  and	  involvement	  of	  the	  GoSS	  with	  regards	  to	  education	  and	  who	  have	  been	  taken	  into	  consideration	  in	  these	  pri-­‐orities.	   	  This	  will	   among	  others	  be	  done	  by	   looking	   into	   the	  existing	  AEPs	   that	  are	  currently	  being	  implemented	  in	  SS	  identifying	  who	  are	  included	  in	  them,	  as	  well	  as	  what	  the	  contents	  are	  aimed	  at.	   
 All	  the	  gathered	  knowledge	  will	  be	  taken	  into	  a	  discussion	  about	  how	  an	  increased	  focus	  on	  AE	  for	  the	  South	  Sudanese	  youth	  will	  benefit	  the	  building	  up	  of	  SS,	  in	  order	  to	   answer	   our	   problem	   definition.	   During	   this	   investigation,	  we	   have	   come	   across	  certain	  limitations,	  that	  we	  have	  had	  to	  work	  our	  way	  around.	  In	  the	  next	  chapter	  the	  limitations	  and	  our	  solutions	  to	  these	  will	  be	  discussed.	  	  
 
3.4.	  Limitations	  When	  Working	  With	  Constructivism	  Working	  with	   constructivism	   can	   be	   difficult	   for	   numerous	   of	   reasons.	   If	   taking	   a	  critical	  approach,	  it	  can	  be	  questioned	  how	  it	  is	  possible	  to	  gain	  any	  valid	  knowledge	  when	  believing	   that	   everything	   is	   socially	   constructed.	   From	  a	  positivistic	  point	  of	  view	  knowledge	   that	   is	   gained	  based	  on	  constructivist	   approaches	  will	  most	   likely	  not	  be	  considered	  as	  valid,	   since	   they	  do	  not	   consider	  observation	  as	  being	  an	  au-­‐thentic	  scientific	  research	  method	  (Bryman	  2012:	  28).	  For	  a	  positivist	  the	  role	  of	  the	  researcher	   is	  different	   than	   that	  of	  a	   researcher	   in	   constructivism.	  For	  a	  positivist,	  the	  role	  of	  the	  researcher	  is	  to	  collect	  data	  and	  to	  test	  theories	  (ibid.:	  27),	  which	  can	  insure	  objectivity	   in	  whatever	   is	  researched;	  “science	  must	  (and	  presumably	  can)	  be	  
conducted	   in	  a	  way	   that	   is	   value	   free	   (that	   is,	   objective)”	   (ibid.:	   28).	   Constructivism	  completely	  denies	  this	  as	  being	  possible,	  since	  reality	  will	  never	  be	  objective	  but	  so-­‐
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cially	  constructed	  (Berger	  and	  Luckmann	  2003:	  39).	   Instead,	  when	  working	  with	  a	  constructivist	  epistemology,	  we	  believe	  that	  the	  researchers’	  role	  merely	  is	  to	  inter-­‐pret	   other	   people’s	   constructions	   of	   reality	   (Denzin	   and	   Lincoln	   1998:	   94).	   In	   ac-­‐cordance	  with	  this,	  we	  believe	  that	  it	  is	  possible	  to	  represent	  the	  opinions	  of	  	  others,	  and	  we	  will	  work	  with	   the	  concerns	  about	  “credibility,	  transferability,	  dependability	  
and	  confirmability”,	  which	  we	  believe	  have	  replaced	  the	  positivistic	  ideas	  of	  reliabil-­‐ity	  and	  validity	  (ibid.:	  94)	  	   
 Along	   with	   it,	   there	   is	   a	   problem	  with	   the	   differences	   in	   context	   between	   the	   re-­‐searcher	  and	  the	  researched.	  When	  choosing	  to	  investigate	  SS	  youth	  and	  their	  possi-­‐ble	  influence	  on	  the	  development	  of	  SS,	  as	  researchers,	  we	  will	  have	  to	  be	  aware	  of	  our	  own	  context,	  and	  of	  the	  discourses	  on	  youth	  and	  education	  which	  can	  be	  found	  within	  this.	  Due	  to	  the	  fact	  that	  we	  are	  from	  a	  different	  context,	  we	  will	  have	  certain	  assumptions	  about	  which	  methods	  could	  work	  in	  the	  South	  Sudanese	  context,	  in	  ac-­‐cordance	  with	  our	  own	  construction	  of	   reality.	  Since	  we	   live	   in	  a	  different	  cultural	  context	   and	   are	   brought	   up	  with	   different	   cultural,	   social	   and	  material	   conditions	  than	  the	  youth	  in	  SS,	  we	  have	  constructed	  a	  different	  view	  on	  reality,	  which	  makes	  it	  difficult,	  if	  not	  impossible,	  to	  interpret	  their	  exact	  needs	  and	  wishes.	  Therefore,	  when	  writing	  a	  social	  constructivist	  project,	  we	  are	  limited	  by	  our	  own	  construction,	  since	  what	  we	  believe	  that	  reality	  is	  only	  so	  in	  our	  context.	  To	  accommodate	  this	  issue,	  we	  will	   focus	  on	  our	  own	  construction	  of	   reality	  and	  on	  remembering	   that	  everything	  we	  believe	  to	  be	  true	  might	  only	  be	  so	  in	  our	  context.	   
 Another	   limitation	   that	  we	  have	   come	   across	   is	   that	  we	  have	   found	   certain	   issues	  when	  working	  with	  a	  country	  as	  new	  as	  SS.	  Many	  of	  the	  AEPs	  that	  we	  will	  investigate	  are	   still	   in	   the	   process	   of	   being	   implemented,	   and	   therefore	   there	   have	   not	   been	  made	  many	  evaluations	  of	  the	  programmes	  yet.	  To	  get	  around	  this	  problem,	  we	  will	  look	   at	   what	   kinds	   of	   AEPs	   have	   been	   implemented	   in	   other	   conflict-­‐	   and	   post-­‐conflict	   countries	  with	   contexts	   similar	   to	   the	   one	   of	   SS,	   to	   gain	   knowledge	   about	  what	   kind	   of	   programmes	   have	   worked	   in	   other	   contexts.	   We	   will	   then	   discuss	  whether	   these	   programmes	   could	   also	   be	   beneficial	   in	   the	   context	   of	   SS.	   Unfortu-­‐nately,	  we	  have	  been	  limited	  by	  not	  being	  able	  to	  go	  to	  SS.	  According	  to	  Denzin	  and	  Lincoln,	   there	  would	   usually,	  when	   conducting	   a	   project	   based	   on	   a	   constructivist	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approach,	   be	   collected	   first-­‐hand	  empirical	   data	   to	  make	   interpretive	   case	   studies,	  and	  make	   ethnographic	   research	   such	   as	   interviews	   and	   observations	   (1998:	   94).	  However,	  since	  we	  have	  not	  been	  able	  to	  conduct	  first	  hand	  empirical	  data,	  we	  have	  relied	  our	  investigation	  on	  second	  hand	  material.	  The	  differences	  in	  contexts	  and	  the	  difficulties	  of	  gathering	  primary	  data	  are	  the	  biggest	  limitations	  when	  investigating	  the	  South	  Sudanese	  situation,	  being	  from	  and	  situated	  in	  Denmark.	  The	  choice	  of	  da-­‐ta	  will	  now	  be	  further	  discussed	  in	  the	  next	  chapter.	  	  
 
3.5.	  Methods	  In	  this	  chapter	  we	  are	  going	  to	  clarify	  how	  we	  are	  working	  with	  our	  problem	  defini-­‐tion	  in	  relation	  to	  the	  gathering	  of	  empirical	  data.	  Using	  the	  constructivist	  approach	  the	  project	   is	  an	   interpretative	   investigation,	   in	   relation	   to	  a	   case	  study,	   this	  being	  youth	  in	  SS	  (Denzin	  and	  Lincoln	  1998:	  34). 	   In	   order	   to	   answer	   our	   problem	   definition,	   we	   are	   primarily	   using	   a	   qualitative	  method.	  When	  using	  a	  qualitative	  method	  the	  researcher	  interprets	  and	  clarifies	  the	  meaning	  of	  the	  data	  collected.	  The	  qualitative	  method	  is	  generally	  used	  when	  the	  ob-­‐ject	  of	  investigation	  is	  difficult	  to	  measure	  or	  if	  the	  researcher	  wish	  to	  go	  gain	  an	  un-­‐derstanding	   of	   the	   subject.	  With	   foundation	   in	   our	   qualitative	  method,	  we	   answer	  our	  problem	  definition	  by	  interpretation	  and	  drawing	  conclusions	  from	  our	  empiri-­‐cal	   data	   using	   the	   constructivist	   approach	   presented	   in	   chapter	   3.1.	   We	   also	   use	  some	   elements	   of	   quantitative	   data,	   e.g.	   using	   statistics	   when	   comparing	   the	   per-­‐centage	  of	  people	  who	  finished	  primary	  school	  in	  South	  Sudan. One	  of	   the	   characteristics	  with	   the	  qualitative	  approach	   is	   that	   the	   result	   is	  not	  possible	  to	  generalise	  as	  wide-­‐ranged	  knowledge;	  because	  in	  correlation	  to	  our	  social	  constructivist	  approach,	   it	   is	  context	  dependent.	  When	  working	  with	  a	  social	  constructivist	  approach	  terms	  as	  validity	  and	  reliability	  is	  not	  being	  used,	  since	  they	  usually	  are	  associated	  with	  positivism.	  Meanwhile,	  as	  constructivists,	  we	  will	  rather	  use	   terms	  as	  credibility	  and	  transferability.	  Transferability	   in	  particular	   is	  relevant	  because	   it	   reflects	   the	   importance	   of	   context.	   In	   order	   to	   be	   able	   to	   transfer	  knowledge	  and	  methods	  into	  new	  contexts	  an	  analysis	  of	  the	  contexts	   is	  needed	  to	  insure	  that	  comparison	  is	  possible.	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   In	  this	  project	  we	  have	  been	  using	  secondary	  data.	  As	  mentioned	  in	  chapter	  3.4.,	  this	  is	  because	  we	  are	  situated	  in	  Denmark,	  without	  the	  resources	  or	  possibility	  to	  collect	  our	  own	  primary	  data	  in	  SS,	  which	  would	  be	  the	  most	  beneficial	  for	  us,	  when	  having	  a	   constructivist	   approach.	  When	  using	   secondary	   sources,	  we	   analyse	   the	  work	   of	  other	   author’s	   interpretation	   of	   empirical	   data	   bringing	   us	   further	   away	   from	   the	  empirical	  source,	  as	  well	  as	  having	  our	  own	  interpretation	  on	  the	  secondhand	  source,	  making	  it	  third	  hand	  knowledge.	  Meanwhile,	  by	  choosing	  data	  from	  different	  sources	  we	  aim	   to	  make	  up	   for	   the	   lack	  of	   first	  hand	  data,	   in	  addition	   to	  making	   the	  argu-­‐ments	  stronger	  coming	  from	  several	  sources,	  helping	  with	  ensuring	  credibility.	   	   In	  this	  investigation,	  we	  are	  using	  reports	  as	  well	  as	  articles,	  books,	  journals	  and	  in-­‐ternet	  sources.	  The	  reports	  and	  journals	  have	  been	  our	  main	  sources	  of	  new	  and	  up-­‐dated	  information	  in	  relation	  to	  our	  case	  of	  SS.	  Since	  SS	  is	  a	  new	  country,	  still	  in	  the	  middle	  of	  the	  process	  of	  reconstructing	  and	  building	  up	  the	  society,	  there	  is	  not	  a	  lot	  of	  empirical	  data	  on	  the	  subject	  besides	  reports.	  The	  report	  by	  Sommers	  “Youth	  and	  
conflict,	   A	   Brief	   Review	   of	   Available	   Literature”	   is	   used	   to	   present	   forms	   of	   AE	   for	  youth	   in	  conflict	  areas,	  while	   ‘Youth,	  exclusion,	  violence	  and	  fragile	  states’	   by	  Hilker	  and	  Fraser	  helps	  explaining	  different	  factors	  resulting	  in	  the	  exclusion	  of	  youth	  in	  a	  fragile	  state.	  In	  this	  project	  the	  term	  ‘fragile	  state’	  will	  not	  be	  used.	  Instead	  there	  will	  be	  referred	  to	  conflict-­‐	  and	  post-­‐conflict	  countries	  since	  the	  use	  of	  the	  term	  ‘fragile’	  seems	  to	  be	  value	  loaded.	  Some	  of	  the	  reports	  uses,	  are	  not	  dealing	  with	  SS	  in	  partic-­‐ular,	  but	  we	  will	  argue	  that	   they	  are	  transferable	  due	  to	  the	  similarities	   in	  context,	  e.g.	  SS,	  being	  a	  post-­‐conflict	  country,	  makes	  it	  possible	  to	  transfer	  the	  overall	  theory	  from	  other	  reports	  on	  conflict-­‐	  and	  post-­‐conflict	  countries,	  to	  the	  context	  of	  SS.	   
 Our	  use	  of	  Marc	  Sommers	  as	  a	  source	  has	  in	  general	  been	  of	  significant	  importance	  to	  our	  investigation	  about	  post-­‐conflict	  countries,	  youth,	  education	  and	  SS.	  Sommers	  is	  a	  historian	  and	  an	  anthropologist	  whose	  main	  field	  of	  interest	  is	  education,	  gender	  and	  Africa	   (Wilson	  Center,	  Marc	   Sommers	   (Online)).	  He	   has	   been	   one	   of	   the	  most	  used	  sources	  is	  most	  of	  the	  reports	  read	  in	  the	  preparation	  for	  conducting	  this	  pro-­‐ject,	  which	  for	  us	  makes	  him	  a	  credible	  source.	  Sommers	  have	  conducted	  fieldwork	  in	  SS	  and	  we	  have	  used	  some	  of	  his	   interviews	  and	  studies	   to	  gain	  a	  better	  under-­‐
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standing	  of	  the	  SS	  context,	  because	  we	  have	  not	  been	  able	  to	  conduct	  our	  own	  empir-­‐ical	  data.	  He	  has	  also	  had	  a	  great	   focus	  on	  African	  youth,	  conflicts	  and	   ‘government	  
and	  international	  agency	  responses	  to	  youth	  challenges’	   	   in	  his	   research	   (ibid.).	  This	  has	  led	  us	  to	  feel	  comfortable	  transferring	  his	  research	  into	  our	  context	  of	  SS	  youth.	  	  We	  will	  argue	  that	  he	  is	  a	  reliable	  due	  to	  his	  experience	  and	  thorough	  fieldworks.	  His	  role	  in	  this	  project	  has	  been	  to	  act	  as	  our	  eyes	  and	  ears	  within	  the	  SS	  context.	  In	  or-­‐der	  not	  to	  make	  it	  too	  one	  sided	  and	  to	  maintain	  a	  critical	  point	  of	  view	  we	  have,	  of	  course,	   backed	   up	   his	   findings	   and	   points	   of	   view	   with	   other	   sources.	   Cross-­‐referencing	  will	  be	  done	  in	  relation	  to	  all	  sources	  throughout	  the	  project,	  	  in	  order	  to	  ensure	  the	  credibility,	  not	  only	  relying	  on	  one	  source.	  	   The	  reports	  we	  have	  used	  are	  mostly	  developed	  by	  or	  on	  behalf	  of	  INGO’s	  or	  on	   behalf	   of	   The	  World	  Bank	   as	   status	   or	   evaluation	   reports,	   e.g.	   UNESCO,	  USAID.	  when	  using	  these	  we	  are	  aware	  of	  the	  contradictions	  it	  might	  have	  when	  the	  evalua-­‐tion	  reports	  in	  some	  cases	  are	  made	  by	  the	  same	  INGO’s	  implementing	  the	  evaluated	  programmes.	  The	  statistics	  presented	  in	  this	  project	  is	  used	  as	  a	  supplement	  to	  back	  up	  the	  qualitative	  data.	   
 In	  the	  following	  chapters	  we	  are,	  with	  a	  constructivist	  approach,	  using	  the	  theories	  that	  have	  been	  presented	  to	  analyse	  and	  discuss	  how	  increased	  focus	  on	  alternative	  education	  for	  youth	  in	  SS	  can	  contribute	  to	  the	  development	  of	  the	  country.	  We	  will	  start	  out	  by	  presenting	  the	  two	  concepts	  of	  education;	  Formal	  and	  Alternative.	  
4.	  Education	  The	  purpose	  of	  this	  chapter	  is	  to	  introduce	  different	  educational	  methods	  to	  discuss	  which	  approaches	  would	  be	  most	  beneficial	   in	  order	   to	   include	  SS’s	  youth	   in	  a,	   for	  them,	  meaningful	  education	  system,	  which	  is	  depending	  on	  their	  social	  and	  cultural	  capitals.	  First	   the	  westernised	   formal	  education	  approach	  (WFEA),	  which	   is	   the	   in-­‐spiration	  for	  education	  systems	  all	  over	  the	  world	  (Hager	  and	  Hodkinson	  2009:	  622),	  is	  being	  introduced.	  A	  critical	  approach	  will	  be	  taken,	  in	  order	  to	  gain	  an	  understand-­‐ing	  of	   some	  of	   the	  main	   issues	   appearing	  when	   trying	   to	   implement	   this	  model	   in	  non-­‐western	  societies	  without	  taking	  into	  consideration	  the	  cultural	  context.	  Further,	  a	  presentation	  of	   the	   concept	  of	   alternative	  educational	  methods	  will	   be	  made,	   in-­‐
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cluding	  a	  discussion	  of	  the	  AEPs	  that	  have	  been	  implemented	  in	  other	  countries	  with	  contexts	  similar	  to	  SS.	  This	  will	  be	  used	  to	  further	  discuss	  the	  AEPs	  implemented	  in	  SS	  in	  chapter	  6.3.	  
 
4.1.	  Formal	  Education	  and	  Critique	  Hager	  and	  Hodkinson	  (2009)	  have	  outlined	  four	  different	  conceptual	  lenses	  dealing	  with	  the	  understanding	  of	  learning.	  Within	  these	  lenses,	  one	  can	  recognise	  and	  cate-­‐gorize	  the	  WFEA.	  In	  the	  following,	  the	  four	  lenses	  will	  be	  presented	  and	  they	  will	  be	  the	  basis	  of	  a	  critical	  discussion	  about	  this	  education	  approach.	  The	  four	  lenses	  are:	  1)	   ‘The	   Propositional	   learning	   lens’;	   2)	   ‘The	   Skill	   learning	   lens’;	   3)	   ‘The	   learning	  through	   participation	   in	   human	   practices	   lens’	   and	   4)	   ‘The	   learning	   as	   transfor-­‐mation	  or	  reconstruction	  lens’.	   One	  can	  argue	  that	  a	  combination	  of	  all	  these	  lenses	  gives	  a	  good	  impression	  to	  what	  the	  westernised	  education	  system	  is	  about:	  On	  one	  hand	  there	  is	  a	  clear	  dis-­‐tinction	   between	   school	   and	   work,	   which	   is	   the	   distinction	   between	   the	   place	   of	  gaining	  knowledge	  and	  the	  place	  of	  applying	  it,	  making	  the	  assumption	  that	  one	  can	  transfer	   knowledge	   independent	   of	   context	   (ibid.:	   622).	   This	   is	   seen	   in	   lens	   one,	  which	  deals	  with	  proportional	  learning	  or	  “the	  popular	  quiz	  show	  view	  of	  knowledge”	  as	  Hager	  and	  Hodkinson	  also	  call	  it	  (ibid.).	  Proportional	  learning	  is	  the	  idea	  that	  you	  can	   acquire	   learning	   and	   directly	   transfer	   it	   into	   a	   new	   context,	   like	   you	   do	  when	  transferring	  knowledge	  gained	  in	  school	  to	  a	  working	  environment	  somewhere	  else.	  The	  notion	   about	  quiz	   show	  knowledge	   refers	   to	   the	   fact	   that	  within	  proportional	  learning	   there	   is	  usually	  a	   focus	  on	   ‘the	  one	   right	  answer’	   and	   that	   the	  purpose	  of	  learning	  is	  to	  answer	  the	  questions	  correctly	  instead	  of	  maybe	  focusing	  on	  the	  pro-­‐cess.	  Also,	  there	  is	  a	  notion	  about	  that	  one	  can	  gain	  accurate	  answers	  and	  measure	  learning	  outcome	  in	  numbers	  e.g.	  how	  many	  %	  of	  the	  questions	  one	  is	  able	  to	  answer	  correctly.	  However,	   the	   concept	   of	   child	   centred	   learning	   (CCL)	   is	   used	   in	  WFEA’s	  because	   it	   is	   recognised	   that	   people	   learn	   best	   by	   being	   actively	   involved	   in	   their	  own	  learning	  hereby	  trying	  to	  incorporate	  the	  learner	  in	  the	  learning	  process,	  which	  is	  what	  CCL	  is	  all	  about.	  This	  is	  seen	  in	  lens	  three,	  which	  focuses	  on	  ‘the	  way	  in	  which	  
people	   learn	   through	   participating	   in	   contextual	   and	   culturally	   grounded	   activities’	  (ibid.).	  The	  issue	  with	  this	  statement	  is,	  as	  argued	  by	  critical	  theorists	  such	  as	  Bour-­‐
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dieu,	   that	   there	   is	  only	   taken	  consideration	  to	   the	  dominant	  culture	  within	  society.	  This	   is	  what	  Bourdieu	   refers	   to	   as	   symbolic	   violence	   as	  mentioned	   in	   chapter	   2.1.	  Hager	  and	  Hodkinson	  argue:	  “in	  integrating	  the	  individual	  learner	  into	  a	  social	  partic-­‐
ipatory	  process,	  the	  sense	  of	  the	  individual	  life	  history,	  dispositions	  and	  agency	  of	  each	  
learner	   is	   lost”	  (ibid.:	   6265).	   This	   relates	  well	   to	   the	   critique	  made	   by	   Levison	   and	  Holland,	  who	  argue	  that	  schools	  are	  structured	   in	  accordance	  to	   the	  dominant	  cul-­‐ture	  in	  society,	  making	  them	  anything	  but	  objective	  and	  value	  free	  (1996:	  234).	  Ac-­‐cording	  to	  Bilton	  et	  al.	  this	  enables	  the	  dominant	  culture	  “to	  impose	  their	  own	  frame-­‐
work	  of	  meaning	  on	  the	  school	  as	  if	  they	  were	  the	  only	  legitimate	  culture.”	  (2002:	  284).	  In	   this	   case	   the	   ‘framework	   of	   meaning’,	   being	   the	   idea	   of	   active	   participation,	   is	  based	  on	  a	  democratic	  and	  critical	  approach,	  because	  that	  is	  what	  the	  dominant	  cul-­‐tures	   in	   many	   western	   societies	   consider	   as	   being	   relevant	   cultural	   capital.	   The	  ‘framework	  of	  meaning’	  might	  be	  considered	  as	  being	  the	  same	  as	  the	  idea	  of	  a	  ‘hid-­‐den	   curriculum’	   as	  described	  by	  Giddens	   (2011:	   837).	  Giddens	   argues	   that,	  within	  the	  structure	  of	  schools,	  there	  is	  a	  hidden	  curriculum	  of	  norms	  and	  values	  that	  stu-­‐dents	  need	  to	  understand	  in	  order	  to	  gain	  the	  full	  learning	  experience	  at	  the	  school	  (ibid.:	  837).	  This	  phenomenon	  of	  a	  ‘hidden	  curriculum’	  is	  a	  good	  metaphor	  to	  use	  as	  a	  starting	  point	  when	  trying	  to	  explain	  cultural	  reproduction	  in	  the	  context	  of	  educa-­‐tion.	  This	  means	  that	  students	  are	  brought	  up	  in	  the	  dominant	  Western	  culture,	  who	  know	   these	   norms	   and	   values	   within	   ‘the	   hidden	   curriculum’	   will	   inevitably	   be	  ahead	   of	   students	   brought	   up	   in	   another	   cultural	   context	  where	   a	  western	   school	  system	   is	   implemented,	   but	  where	   the	   students	   are	   not	   being	   exposed	   to	  western	  culture’s	  norms	  and	  values	   in	   their	  everyday	   life	   (ibid.:	  847).	  This	  brings	   into	  play	  the	   fourth	   lens	   described	  by	  Hager	   and	  Hodkinson	   about	   transformation	   and	   con-­‐struction.	  A	  student	  in	  a	  western	  school	  system	  is	  expected	  to	  be	  able	  to	  transform	  into	  a	  democratic	  citizen	  in	  society,	  and	  to	  be	  able	  to	  construct	  his	  or	  her	  own	  mean-­‐ing	  of	  the	  world.	  But	  here,	  as	  in	  lens	  3,	  the	  cultural	  context	  of	  the	  individual	  learner	  is	  often	  overlooked	  (Hager	  and	  Hodkinson	  2009:	  628).	  Lens	  two	  refers	  to	  a	  more	  prac-­‐tical	  way	  of	  learning.	  It	  deals	  with	  learning	  somehow	  similar	  to	  lens	  one	  but	  the	  fo-­‐cus	  is	  on	  skills	  as	  in	  things	  one	  is	  taught	  to	  do	  with	  their	  body,	  not	  their	  mind	  (ibid.:	  624),	  this	  can	  be	  things	  such	  as	  acquire	  the	  skill	  to	  sew,	  cook	  or	  carve	  wood.	   	   	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
5	  Hager	  and	  Hodkinson	  (2009)	  are	  here	  referring	  to	  Billett	  (2001)	  and	  to	  Hodkinson	  &	  Hodkinson	  (2004b)	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The	  production	  of	  new	  norms	  and	  values	  in	  a	  non-­‐western	  context As	  described	  above,	  the	  lack	  of	  context	  dependency	  in	  the	  Western	  school	  system	  is	  problematic	  even	  in	  a	  Western	  society.	  But	  as	  shown	  by	  Levison	  and	  Holland	  (1996)	  it	  creates	  a	  whole	  different	  level	  of	  issues	  when	  transferring	  this	  educational	  system	  to	  non-­‐western	  countries.	  Even	  though	  they	  argue	  that	  there	  have	  not	  been	  conduct-­‐ed	  much	  research	  on	   the	   long-­‐term	  consequences	  of	   this	  kind	  of	  direct	  application	  (ibid.:	   242),	   they	   show,	   through	   their	   introduction	   of	   different	   case	   studies,	   that	  there	  are	  severe	  consequences	  when	  NGOs	  and	  local	  governments	  adopt	  the	  CCL	  ap-­‐proach	  without	  making	  it	  context	  dependent. 	   One	  must	  assume	  that,	  even	  though	  the	  western	  school	  system	  is	  being	  criticised	  for	  lack	  of	  context	  dependency,	  it	  is	  constructed	  by,	  and	  for,	  the	  western	  society,	  making	  it	   at	   least	   context	   dependent	   for	   the	  dominant	   culture	  within	   these	   societies	   (Gid-­‐dens	  2011:	  847).	  It	  can	  be	  argued	  that	  to	  implement	  WFEA	  in	  non-­‐western	  societies	  without	  contextualising	  it	  to	  who	  the	  ‘student’	  is	  in	  the	  given	  context,	  is,	  if	  not	  direct-­‐ly	  harmful	  towards	  the	  students	  and	  for	  society,	  then	  at	  least	  problematic	  on	  a	  num-­‐ber	  of	  levels.	  It	  is	  not	  only	  a	  question	  of	  reproducing	  unequal	  societal	  patterns	  as	  in	  the	  Western	  society,	  but	  it	  can	  also	  be	  a	  matter	  of	  teaching	  the	  students	  completely	  new	  cultural	  values.	  These	  new	  values	  might	  not	  be	  consistent	  with	  the	  norms	  and	  values	  in	  the	  cultural	  context	  of	  the	  given	  society.	  Using	  Bourdieu’s	  term	  about	  cul-­‐tural	  capital,	  it	  can	  be	  argued	  that	  the	  WFEA	  has	  one	  set	  of	  norms	  and	  values	  which	  is	  considered	  as	  being	  relevant	  in	  order	  to	  obtain	  a	  lot	  of	  cultural	  capital	  in	  a	  western	  context.	  These	  values	  might	  not	  be	  the	  same	  in	  e.g.	  an	  African	  context,	  since	  the	  idea	  of	  cultural	  capital	  differs	  depending	  on	  what	  context	  it	  is	  in.	  This	  is	  what	  Levison	  and	  Holland	  describe	  when	   talking	   about	   the	   different	   cultural	   views	   on	   ‘the	   educated	  person’	  (1996).	  According	  to	  one	  of	  the	  case	  studies	  described	  by	  Levison	  and	  Hol-­‐land,	   applying	  westernised	   formal	   school	   systems	   to	   a	   non-­‐western	   society	   can	   in	  fact	  have	  directly	  damaging	  effects.	  In	  the	  example	  of	  Huarorani	  children	  in	  the	  Ec-­‐uadorian	  Amazon,	  FE	  were	  in	  fact	  ‘de-­‐skilling’	  the	  children,	  teaching	  them	  things	  that	  had	  no	  real	  relevance	  for	  their	  everyday	  life	  in	  the	  Amazon	  (ibid.:	  245).	  In	  the	  exam-­‐ple	  above,	   it	   is	  not	   ‘simply’	   a	  matter	  of	   reproduction.	   It	   is	  matter	  of	  applying	  com-­‐pletely	  new	  values	  and	  norms	  without	  taking	  into	  consideration	  the	  context	  and	  the	  already	  existing	  cultural	  capital	  in	  the	  area.	  The	  idea	  of	  applying	  a	  westernised	  edu-­‐
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cation	  system	  in	  a	  non-­‐Western	  society	  can,	  according	   to	  Madsen,	  also	  create	   frag-­‐mentation	   in	   society.	   This	   can	   create	   false	   promises	   about	   freedom,	   individualism	  and	  democracy	  which	  are	  not	  necessarily	  promises	  made	  in	  relation	  to	  the	  cultural	  context	  and	  it	  does	  not	  necessarily	  reflect	  or	  take	  into	  consideration	  the	  political	  or	  cultural	  situation	  of	  the	  given	  society	  (Madsen	  2010:	  78). 	   
Context	  dependency	  and	  critique A	  way	  of	  looking	  at	  the	  issue	  of	  reproduction	  and	  production	  of	  culture	  within	  edu-­‐cation	   is	   to	   look	  at	   the	   learning	  methods	  used	  within	  schools,	  and	  to	  see	   if	  what	   is	  actually	  taught	  has	  relevance	  to	  the	  learners.	  Levison	  and	  Holland	  argue	  that	  “If	  we	  
are	  to	  pursue	  the	  democratic	  ideals	  of	  distributive	  and	  curricular	  justice	  (…),	  then	  we	  
must	  seek	  to	  expand	  educational	  spaces	  which	  might	  accommodate	  diverse	  models	  of	  
the	  educated	  person.”	   (1996:	  243).	  They	   further	   argue	   that	   it	   is	   necessary	   to	  make	  more	  flexible	  ‘hands-­‐on	  learning’	  in	  some	  contexts,	  while	  having	  to	  rethink	  the	  whole	  idea	  of	  mass	  education	  in	  others.	  They	  also	  state	  that	  there	  might	  be	  a	  need	  for	  mak-­‐ing	   extracurricular	   programmes	   for	   youth	   (ibid.:	   243).	   Taking	   a	   constructivist	   ap-­‐proach,	  focus	  should	  be	  on	  the	  context	  and	  on	  what	  meaning	  and	  value	  the	  students	  and	   society	   give	   education.	   It	   is	   about	   acknowledging	   the	   tension	   between	   the	   in-­‐tended	  practice	  and	  the	  experienced	  practice,	  which	  in	  most	  cases	  differ	  significantly	  from	  each	  other	  (Madsen	  11.09.2012:	  Lecture	  1)6.	  According	  to	  critical	  educational	  theory,	   it	   is	   important	  to	  have	  a	  clear	  understanding	  of	  whom	  the	  learner	  is	  and	  in	  what	  context	  the	   learner	   is	   learning	  (Hager	  and	  Hodkinson	  2009).	  This	  means	  that	  one	  have	  to	  take	  into	  consideration	  things	  such	  as	  age,	  gender,	  ethnicity,	  culture	  and	  the	  political	   and	  economic	   circumstances	   in	   society,	  which,	   according	   to	  Bourdieu,	  are	   things	   that	   all	   take	   part	   in	   the	   creation	   of	   ones	   symbolic	   capital.	   According	   to	  Levison	  and	  Holland,	  there	  is	  a	  need	  for	  diversity,	  and,	  in	  the	  case	  of	  educational	  re-­‐search	   in	   non-­‐western	   societies,	   non-­‐western	   research	   traditions	   should	   be	   taken	  into	   consideration	   (1996:	   243).	   Levison	   and	   Holland	   are	   aware	   of	   the	   ambivalent	  fact	   that	   they	  act	   as	   critical	   educational	   theorists,	   though	   they	   cannot	   escape	   their	  cultural	   and	  social	   capital,	   as	  being	   the	   representation	   (and	  product),	  of	   the	  domi-­‐
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
6	  statement	  made	  and	  written	  on	  the	  blackboard	  of	  lecture	  1	  in	  the	  special	  course	  of	  ‘pædagogik	  og	  
uddannelsesstudier’	  at	  Roskilde	  University,	  11.09.2012	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nant	   educational	   institutions	   in	   the	  world,	   that	   being	   the	  Western	   educational	   ap-­‐proach. 
 When	  summing	  up	  the	  argumentation	  made	  above,	  the	  main	  critique	  of	  the	  Western	  educational	  approach	  is,	  that	  the	  lack	  of	  context	  dependency	  sometimes	  ensure	  une-­‐qual	  opportunities	  for	  students	  depending	  on	  their	  cultural	  capital.	  This	  can	  lead	  to	  a	  pattern	  of	  cultural	  reproduction	  and	  maintenance	  of	  inequality	  in	  society,	  as	  argued	  by	  Levison	  and	  Holland	   in	  accordance	  with	  Bourdieu	  (1996:	  234).	   It	  has	  also	  been	  problematized	  to	   implement	  Western	  educational	  approaches	   in	  non-­‐Western	  con-­‐texts,	  based	  on	  the	  argument	  that	  it	  takes	  the	  approach	  even	  more	  out	  of	  context	  and	  that	  it	  does	  not	  take	  into	  consideration	  the	  norms	  and	  values	  of	  the	  society	  in	  which	  the	  approach	  is	  implemented.	  This	  can	  create	  fragmentation	  in	  society	  and	  be	  poten-­‐tially	  harmful.	   It	  can	  also	  create	  confusion	  for	  the	  students	  understanding	  of	  them-­‐selves	   and	   society	   as	   argued	   by	   Madsen	   (2010:	   78).	   After	   this	   argumentation	   it	  makes	   sense	   to	   look	  upon	  which	  AE	  approaches	  might	  be	  more	  usable	   in	  order	   to	  make	  education	  context	  dependent.	  This	  will	  be	  done	  in	  the	  following.	  
 
4.2.	  Alternative	  Education	  
4.2.1.	  The	  Concept	  of	  Alternative	  Education	  AE	  is	  the	  idea	  of	  creating	  other	  forms	  of	  education	  as	  alternatives	  to	  WFEA.	  It	  is	  the	  idea	  of	  modifying	  education	  in	  accordance	  to	  the	  social	  and	  cultural	  context	  of	  socie-­‐ty,	  and	  it	  is	  about	  incorporating	  the	  learner	  in	  the	  teaching	  methods.	  The	  term	  ‘alter-­‐native	  education’	  is	  a	  collective	  description	  of	  all	  education	  that	  is	  not	  FE	  and	  it	  can	  be	  found	  in	  many	  forms	  (Baxter	  and	  Bethke	  2009:	  27).	  In	  practice,	  AE	  does	  not	  have	  to	  differ	  a	  lot	  from	  FE;	  it	  can	  also	  be	  learning	  to	  read	  and	  write,	  but	  here	  with	  a	  focus	  upon	   the	   content	   being	   context	   dependent,	   and	   often	   also	   including	   education	   in	  other	  skills	  than	  literacy	  training,	  this	  can	  be	  general	  life	  skills,	  health,	  politics,	  sexual	  education,	  critical	  communication	  etc.	  It	  can	  also	  be	  more	  ‘hands	  on’	  training	  as	  veg-­‐etable	   gardening,	   sewing,	   pottery,	   vocational-­‐	   or	   agricultural	   education	   etc.	   (Veen	  and	  Preece	  2005:	  384).	  AE	   is	  seen	  within	   the	  basic	  education	  of	  children,	  but	  also,	  and	  maybe	  mostly,	   in	  combination	  with	  youth	  and	  adult	  education.	  The	   idea	  of	  AE	  being	  context	  dependent	  makes	  the	  educational	  approach	  different	  depending	  on	  the	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situation	  it	   is	  used	  within,	  which	  is	  the	  reason	  why	  there	  are	  so	  many	  different	  ap-­‐proaches	  within	  AE. 
	   As	  mentioned	  in	  chapter	  4.1.,	  the	  need	  for	  AE	  is	  created	  whenever	  the	  FES	  is	  not	  be-­‐ing	  context	  dependent,	  or	  when	  someone	  does	  not	  fit	   into	  the	  FES.	  Though	  it	  could	  be	  argued,	  as	  done	  by	  critical	  educational	  theorists	  that	  there	  should	  be	  looked	  more	  at	  the	  system	  not	  fitting	  to	  the	  students	  than	  the	  students	  not	  fitting	  to	  the	  system.	  A	  way	  to	  meet	  this	  critique	  could	  be	  to	  incorporate	  AE	  into	  the	  formal	  system,	  as	  it	  can	  be	   seen	   in	  e.g.	  Denmark	  where	   special	   schools	  have	  been	  created	   for	   children	  and	  youth	  not	  fitting	  into	  the	  FE	  system.	  This	  is	  because	  they	  can	  not	  adjust	  to	  the	  norms	  within	  a	  FE	  classroom,	  as	  mentioned	  in	  the	  fourth	  lense	  in	  the	  last	  chapter.	  The	  con-­‐cept	  of	  AEPs	  is	  also	  found	  in	  Africa,	  where	  it	  is	  needed	  due	  to	  the	  large	  groups	  of	  un-­‐educated	   youth	   and	   adults	   that	   do	   not	   fit	   into	   the	   FES	   as	   stated	   in	   chapter	   4.1.	  (World	  Bank	  2012:	  4).	  According	  to	  Dennis	  and	  Fentiman,	  some	  of	  the	  factors	  pre-­‐venting	  the	  access	  to	  FE	  are	  poverty,	   lack	  of	  schools	  in	  the	  local	  area,	   illness,	  social	  exclusion	  and	   conflict	   (2007:	  43).	  This	   can	   result	   in	   the	   aforementioned	  groups	  of	  people,	  who	  do	  not	  ‘belong’	  in	  the	  FES.	  This	  is	  particularly	  the	  case	  in	  relation	  to	  con-­‐flict	  and	  post-­‐conflict	  countries,	  as	  Lowicki	  states:	  “The	  neglect	  of	  comprehensive	  ed-­‐
ucational	  opportunities	  for	  adolescents	  produces	  grave	  consequences,	  not	  only	  for	  indi-­‐
viduals	  but	  for	  the	  larger	  societies.	  Political	  violence	  has	  a	  very	  direct	  and	  devastating	  
impact	  on	  the	  education	  of	  adolescents”	   (Lowicki	  2004:	  43).	  This	  will	  be	  elaborated	  further	  in	  chapter	  6.	  in	  the	  context	  of	  SS.	   	   Traditionally,	  AE	  was	  considered	  as	  short-­‐term	  emergency	  education	  in	  post-­‐conflict	  countries,	  sheltered	   learning	  as	  a	  replacement	   for	   the	  FE,	  but	  with	  no	   focus	  on	  the	  learning	  methods	   (Baxter	   and	  Bethke	  2009:	   28).	  However,	   now	  AE	  has	   developed	  into	  a	  mean	  of	  making	  long-­‐term	  changes	  in	  the	  way	  of	  educating,	  where	  it	  is	  not	  on-­‐ly	  used	  as	  a	  bridge	  to	  the	  FES,	  but	  also	  to	  create	  a	  foundation	  for	  a	  context	  dependent	  education	  system	  (ibid:	  29).	   In	  these	  foundational	  programmes,	  there	  are	  new	  cur-­‐ricula	  and	  other	  subject	  areas,	  in	  addition	  to	  upgraded	  pedagogical	  approaches	  as	  e.g.	  rights-­‐based	  approach	  (ibid.:	  97). While	   FE	   is	  mainly	   instructive,	   and	   the	   teachers	   are	  providing	   the	   students	  with	   knowledge,	   the	   AE	   often	   works	   with	   a	   constructivist	   approach.	   One	  method	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within	   AE	   is	   to	   base	   the	   teaching	   on	   knowledge	   through	   experience,	   described	   as	  lens	  3	  by	  Hager	  and	  Hodkinson	  (ibid.:	  96).	  This	  is	  also	  Freire	  pedagogical	  approach;	  by	   obtaining	   knowledge	   through	   practical	   learning	   the	   student	   can	   better	   under-­‐stand	  how	  to	  use	  the	  knowledge	  they	  get.	  Here	  the	  role	  of	  the	  teacher	  is	  more	  guid-­‐ing	   than	   teaching,	   and	   the	   teacher	   provides	   learning	   opportunities	   based	   on	   the	  learners	  ability	  to	  develop,	  e.g.	  like	  learning	  to	  sew	  a	  pair	  of	  pants	  or	  reading	  a	  first	  book.	  The	  idea	  is	  to	  help	  the	  students	  to	  evolve	  beyond	  their	  comfort	  level	  based	  on	  their	   own	   level	   of	   knowledge	   (ibid.:	   97).	   By	   using	   this	   technique	   of	   teaching,	   the	  learner	  gets	  a	  continual	  feeling	  of	  accomplishment,	  as	  well	  as	  motivation,	  meanwhile	  it	  also	  promotes	  an	  effective	  learning	  when	  having	  to	  learn	  from	  experiencing.	  It	   is	  important	  for	  the	  education	  to	  be	  grounded	  in	  the	  specific	  context	  to	  incorporate	  the	  students	  different	   starting	  points,	   as	   in	  SS	  were	   the	  youth	  have	  different	   skills,	   ac-­‐cording	  to	  Freire	  “(..)	  education	  consists	  in	  acts	  of	  cognition,	  not	  transferrals	  of	  infor-­‐
mation"	  (Freire	  2000:	  79). 
 By	  introducing	  AEPs,	  youth	  and	  adults	  as	  well	  as	  children	  that	  might	  not	  fit	  into	  the	  FES,	  can	  achieve	  a	  context	  dependent	  education.	  This	  is	  important	  due	  to	  the	  valua-­‐ble	  resource	  that	  these	  people	  can	  be	  for	  society.	   The	  millennium	  development	  goals	  were	  created	  by	  the	  UN	  in	  2002	  and	  one	  of	   the	  goals	  was	   to	  by	  2015	  reduce	  half	   the	  population	  of	  people	   living	   in	  extreme	  poverty	   (Millenium	  goals	   (online)).	  According	   to	  Veen	  and	  Preece,	   adult	   education	  plays	   an	   important	   role	   in	   the	   realisation	   of	   this	   goal,	   but	   yet	   it	   has	   not	   received	  much	   attention	   in	   the	   Poverty	   Reduction	   Strategy	   Papers,	   which	   all	   ‘low-­‐income’	  countries	  have	  to	  make	  to	  get	  economic	  support	  from	  donor	  countries	  (2005:	  381).	  When	   adult	   education	  has	  been	   included	   in	   the	   strategies,	   the	   focus	  have	  been	  on	  literacy	  education.	  Veen	  and	  Preece	  argue	   that,	   to	   fulfill	   this	  goal	   the	  AE	  should	  be	  more	   flexible	  and	   specifically	   aimed	  at	   the	   context	   in	  which	   its	  being	   taught.	   	  This	  might	  be	  done	  by	   focusing	  on	   vocational	   training,	   or	   training	   in	   active	   citizenship,	  along	  with	  agricultural	  development	  (Veen	  2005:	  381),	  or	  by	  focusing	  even	  more	  on	  the	  contents	  of	  the	  literacy	  training	  containing	  themes	  relevant	  for	  the	  students,	  to	  make	  it	  more	  applicable	  to	  their	  everyday	  life.	   Due	  to	  differences	  between	  Youth	  and	  Adult	  –	  social	  as	  well	  as	  psychological	  differences	  -­‐	  this	  notion	  of	  adult	  education	  cannot	  be	  directly	  related	  to	  the	  situation	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investigated	  in	  this	  project.	  Though,	  because	  of	  similarities	  like	  age	  and	  difficulties	  of	  attending	   FE,	   it	   can	   be	   argued	   that	   some	   of	   the	   points	   needed	   in	   adult	   education,	  such	   as	   flexible	   and	   context	   dependent	   education	   or	   different	   kinds	   of	   vocational	  training,	  can	  be	  applied	  to	  AE	  for	  Youth	  as	  well. 
 Many	  INGOs	  agree	  upon	  the	  importance	  of	  youth	  and	  adults	  having	  the	  possibility	  to	  attend	   context	  dependent	   education,	   and	   thereby	   to	  offer	   an	  alternative	   to	   the	  FE.	  However,	  there	  has	  been	  made	  very	  little	  research	  on	  the	  effectiveness	  of	  education	  specifically	   adjusted	   to	   the	   youth	   and	   adolescents	   (Dennis	   2007:	   16).	   This	  will	   be	  elaborated	  further	  in	  the	  next	  chapter	  when	  dealing	  with	  implementation	  of	  AEPs	  in	  conflict	  and	  post	  conflict	  countries.	   
 
Model of differences between Formal and Alternative Education 
 
 
4.2.2.	  Implementation	  of	  Alternative	  Education	  post-­‐conflict	  Countries	  Due	  to	  the	  fact	  that	  SS	  is	  a	  new	  country	  it	  would	  not	  make	  much	  sense	  to	  only	  look	  at	  which	  implemented	  forms	  of	  AE	  there	  have	  been	  made	  there.	  Also,	  it	  is	  important	  to	  analyse	  the	  AE	  in	  the	  context	  it	  is	  implemented	  in.	  Since	  SS	  is	  a	  post-­‐conflict	  country,	  the	   following	  will	   specify	  what	   AE	  methods	   have	   been	   used	   in	   contexts	   somehow	  
 Formal Education Alternative Education 
Context dependency No Yes 
Clear distinction between 
school and work 
Yes No 
Classroom teaching Yes Sometimes 
Life Skill training Sometimes Yes 
‘Hands on’ Learning Sometimes Sometimes 
Age specific Yes Sometimes 
Learning from experience No Yes 
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similar	  to	  SS,	  insuring	  that	  it	  is	  possible	  to	  transfer	  the	  knowledge	  gained	  here	  to	  our	  analysis	  of	  education	  in	  SS	  made	  in	  chapter	  6.. 
 According	  to	  the	  Sommers	  report	  “Youth	  and	  Conflict	  -­‐	  a	  Brief	  Review	  of	  Available	  Lit-­‐
erature”,	   six	  overall	   forms	  of	  programmes	   for	  youth	   in	  conflict	  areas	  can	  be	  recog-­‐nised.	  He	  argues	  that	  within	  literature	  on	  the	  subject	  it	  is	  suggested	  to	  focus	  on	  the	  following	   (Sommers	  2006:	  13-­‐217):	  1)	  Vocational	   training;	  2)	  Reproductive	  Health	  Programming;	  3)	  Basic	  Skills	  Training;	  4)	  Peace	  Education;	  5)	  Youth	  Empowerment	  Efforts;	   6)	   Psycho-­‐Social	   Programming.	   Sommers	   argues	   that	   though	   the	   pro-­‐grammes	   can	   be	   categorized	   into	   these	   six	   forms,	   they	   often	   overlap,	   which	   can	  make	  it	  difficult	  to	  review	  them	  separately	  (ibid.:	  13).	  However,	  he	  still	  makes	  an	  at-­‐tempt	  to	  do	  so,	  and	  a	  summary	  of	  his	  argumentation,	  critique	  and	  comments	  will	  be	  made	  below.	  The	  report	   is	  conducted	  with	  data	  from	  a	  lot	  of	  different	  war	  affected	  countries	   and	   among	   these	   the	   Southern	   part	   of	   Sudan	   is	  mentioned.	   Some	   of	   the	  others	   are:	   Ethiopia,	   Guatemala,	   Kosovo,	   Mozambique,	   Rwanda,	   and	   Sierra	   Leone	  (ibid:	  9	  (footnote)).	   
 
Vocational	  Training According	   to	   Sommers,	   one	   of	   the	   consequences	   of	   warfare	   is	   that	   education,	   for	  many	  young	  people,	  become	  an	  ‘unattainable	  luxury’	  while	  being	  able	  to	  provide	  and	  maintain	  some	  kind	  of	  income	  seems	  to	  be	  a	  necessity	  (2006:	  14).	  Therefore	  one	  of	  the	  focus	  points	  when	  making	  programmes	  for	  youth	  in	  areas	  affected	  by	  war	  is	  vo-­‐cational	  training,	  because	  it	  is	  argued	  that	  this	  is	  one	  of	  the	  core	  elements	  to	  survival,	  as	  vocational	  training	  is	  a	  more	  direct	  link	  to	  being	  able	  to	  provide	  for	  oneself,	  com-­‐pared	   to	  FE	   (ibid).	  When	   implementing	  vocational	   training	  programmes,	   there	  are	  different	  things	  which	  needs	  to	  be	  taken	  into	  consideration.	  One	  of	  these	  is	  that,	  ac-­‐cording	   to	   Sommers,	   “There	   is	   broad	   acceptance	   that	   traditional	   vocational	   pro-­‐
gramming	  approaches	  are	  insufficient	  for	  war-­‐affected	  youth”	  and	  that	  there	  is	  a	  need	  for	  a	  more	  holistic	  approach	  (ibid.:	  15) Another	  thing	  to	  take	   into	  consideration	   is	   the	   fact	   that	   there	   is	  not	  really	  a	  focus	  on	  females	  within	  these	  kinds	  of	  programmes.	  It	  is	  suggested	  that	  this	  might	  be	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
7	  In	  the	  report	  Sommers	  refer	  to	  a	  variety	  of	  different	  experts	  and	  literature,	  but	  when	  referencing	  in	  the	  
following	  it	  will	  mainly	  be	  to	  the	  report	  and	  not	  his	  further	  references	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because	  of	  the	  different	  social	  and	  economic	  roles	  females	  and	  male	  play	  in	  many	  of	  these	  societies	  (ibid:	  14).	  There	  is	  a	  more	  traditional	  division,	  where	  the	  man	  is	  con-­‐sidered	  to	  be	  the	  provider.	  According	  to	  Sommers	  another	  thing	  is	  that	  most	  of	  these	  programmes	   are	  not	  made	   to	   facilitate	  women	  with	   children	   and	   it	  would	   require	  day	   care	   facilities	   for	   the	  women	   to	   participate	   (ibid).	   He	   also	   states	   that	  what	   is	  lacking	  in	  most	  of	  the	  literature	  is	  the	  fact	  that	  vocational	  training	  is	  often	  very	  gen-­‐der	  specific,	  and	  the	   few	  programmes	  made	   for	   female	  youth	  often	  has	  a	   lower	   in-­‐come	  potential	  than	  the	  ones	  facilitated	  for	  male	  youth	  (ibid).	  Another	  issue	  with	  vo-­‐cational	  training	  is	  the	  lack	  of	  jobs	  in	  many	  of	  the	  war	  affected	  countries.	  It	  is	  stated	  that	  even	  if	  youth	  attend	  these	  vocational	  programmes	  it	  is	  not	  a	  guarantee	  to	  find	  a	  job	  afterwards	  (ibid:	  15).	  In	  the	  literature,	  a	  suggestion	  of	  focusing	  on	  basic	  life	  skills	  is	  also	  to	  be	  found	  and	  it	  is	  suggested	  to	  focus	  on	  “reading,	  writing,	  numeracy,	  science,	  
artistic	  expression	  and	  handicrafts,	  landmine	  awareness,	  HIV/AIDS	  awareness,	  gender-­‐
based	  violence,	  environmental	  protection,	  civic	  responsibility,	  human	  rights,	  resolving	  
conflicts,	  personal	  hygiene,	  safety	  and	  good	  parenting”	  (Sesnan	  in	  Sommers	  2006:	  15).	  It	  could	  be	  argued	  that	  some	  of	  these	  things	  might	  be	  taught	  in	  many	  FE	  institutions,	  but	  as	  argued	  earlier	  in	  accordance	  with	  Sommers,	  it	  is	  not	  often	  that	  youth	  has	  the	  opportunity	  to	  gain	  this	  kind	  of	  education.	  Yet	  another	  thing	  which	  is	  focused	  upon	  in	  the	  report	  is	  that	  of	  location.	  Sommers	  argues	  that	  it	  is	  interesting	  to	  notice	  how	  little	  this	  in	  fact	  have	  been	  in	  focus	  within	  literature	  on	  the	  subject.	  One	  of	  the	  things	  written	  is	  that	  some	  young	  people	  who	  have	  been	  directly	  involved	  in	  the	  conflicts	  as	  soldiers	  might	  not	  want	  to	  return	  to	  their	  original	   locations	  either	  due	  to	  shame	  of	  what	   they	  have	  done	  while	  being	   in	   combat,	   the	   stigmatization	   they	  experience	  or	  because	   they	   have	   been	   influenced	   of	   urban	   lifestyles	   (ibid).	   One	   of	   the	   examples	  made	  where	  this	  actually	  have	  been	  taken	  into	  consideration	  is	  an	  example	  from	  Si-­‐erra	  Leone,	  where	  it	   is	  noted	  that	  there	  are	  many	  so	  called	  idle	  youth	  in	  the	  urban	  areas.	  The	  idea	  of	  idle	  youth,	  that	  is	  youth	  being	  unemployed,	  lazy	  and	  without	  pur-­‐pose,	  will	  be	  further	  discussed	  in	  chapter	  6.	  According	  to	  Sommers	  this	  programme,	  unlike	  others,	  “incorporates	  “socially	  marginalized	  youth”	  into	  a	  [sic]	  economic	  devel-­‐
opment	  program	  aimed	  at	  adults”	  (ibid.).	  Sommers	  also	  pinpoints	  the	  importance	  of	  planning	  and	  argues	  that	  what	  seems	  to	  be	  of	  great	  importance	  is	  that	  the	  different	  programmes	  made	  for	  youth	  is	  contextualised	  according	  to	  the	  youth’s	  situation	  and	  that	  there	  is	  made	  in	  depth	  analyses	  of	  the	  specific	  context	  including	  research	  about	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job	  market,	  employability	  and	  more	  (ibid.:	  16).	  He	  states	   that	  according	   to	  Maslen,	  
“program	  planning	  “should	  be	  the	  basis	  of	  all	  interventions”	  and	  should	  not	  be	  neglect-­‐
ed	  “in	  the	  rush	  to	  ‘do	  something””	  (ibid.)	   
 
Reproductive	  Health	  Programming Sommers	   argues	   that	   this	   kind	  of	   programming	  might	  be	   the	  only	   one	   targeted	   to	  female	   youth	   (2006:	   16).	   Sommers	   focuses	   on	   internal	   evaluations	   made	   on	   pro-­‐grammes	   that	   show	   “innovative	  ways	   of	   providing	   essential	   reproductive	   health	   in-­‐
formation,	   assistance	   and	   support	   to	   female	   youth.”.	   He	   explains	   one	   of	   the	   pro-­‐grammes,	  which	  was	  implemented	  in	  Zambian,	  Egyptian	  and	  Ugandan	  refugee	  com-­‐munities:	   “Led	  by	  refugee	  women,	   the	  groups	  tested	  a	  new	  health	  education	  curricu-­‐
lum	  and	  established	  a	  peer	  education	  program	  for	  adolescent	  girls.	  Girl	  Guide	  associa-­‐
tion	  members	  in	  the	  three	  countries	  provided	  in-­‐service	  teacher	  training.	  The	  program	  
pilot	  was	  small:	  there	  were	  10	  groups	  of	  approximately	  30	  adolescent	  refugee	  girls	  in-­‐
volved,	  for	  a	  total	  of	  900	  girls	  reached	  in	  total.	  The	  program	  hoped	  that	  each	  trained	  
Girl	   Guide	   would	   speak	   to	   another	   25	   girls	   who	   were	   not	   involved	   in	   the	   training.”	  (ibid.).	  What	   is	   interesting	   about	   this	   example	   is	   the	   great	   focus	  on	   the	  way	   to	   in-­‐clude	  and	  insure	  participation	  of	  the	  girls	  and	  in	  the	  evaluation	  this	  was	  also	  noted	  as	   something	   which	   increased	   the	   girls	   self-­‐esteem	   as	   well	   as	   helped	   them	   to	   be	  aware	  of	  reproductive	  health	  issues.	  An	  issue	  which	  was	  found	  in	  the	  evaluation	  pro-­‐cess	  was	  the	  fact	  that	  they	  did	  not	  manage	  to	  reach	  out	  to	  the	  out-­‐of-­‐school	  girls.	  To	  address	  this	  issue	  it	  was	  recommended	  to	  be	  aware	  of	  the	  fact	  that	  “If	  a	  commitment	  
is	  made	  to	   include	  out-­‐of-­‐school	  girls,	   then	  materials	  should	  be	  adapted	  for	  girls	  who	  
cannot	  read”	  (Tiederman	  in	  Sommers	  2006:	  17)	  	   
 
Basic	  Skill	  Training This	  is,	  according	  to	  Sommers,	  a	  popular	  educational	  method	  and	  takes	  its	  form	  as	  a	  
‘non-­‐formal	  education	  approach	  for	  youth	  in	  conflict	  and	  post	  conflict	  settings’	   (Som-­‐mers	  2006:	  17).	  Its	  usual	  target	  group	  is	  out-­‐of-­‐school	  youth	  and	  the	  point	  is	  to	  en-­‐gage	   them	   in	   a	   learning	   environment	  where	   they	   gain	   basic	   skills	   and	   knowledge,	  sometimes	  similar	   to	   that	  of	  FE	   focusing	  on	  e.g.	   literacy	  training,	   though	  basic	  skill	  programmes	  can	  also	  incorporate	  many	  other	  things.	  Sommers	  gives	  two	  examples	  of	   large	   scale	   basic	   skill	   programmes.	   One	   of	   them	   being	   the	   “Youth	  Reintegration	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Training	  and	  Education	   for	  Peace	  Program”	  which	   included	   ‘psychosocial	  and	  voca-­‐
tional	  counseling,	  literacy,	  life	  skills,	  agricultural	  skills	  training,	  and	  peace	  education.’	  and	  was	  implemented	  in	  Rwanda	  and	  Sierra	  Leone	  (ibid.:	  18).	   
 
Peace	  Education According	  to	  Sommers,	  youth	  who	  are	  not	  in	  school	  are	  in	  great	  risk	  of	  being	  “victim-­‐
ized	  by	  and	  involved	  in	  violence”	  (Sommers	  2006:	  18).	  Still	  they	  are	  often	  not	  the	  tar-­‐get	  group	  when	  planning	  peace	  education	  (ibid.).	  Actually,	  it	  has	  been	  noted	  that	  of-­‐ten	   the	   peace	   education	   programmes	   target	   groups	   who	   in	   fact	   are	   already	   very	  peaceful	  (ibid.),	  which	  seem	  to	  be	  a	  little	  misleading	  and	  useless	  since	  the	  aim	  of	  the	  peace	  programmes	  is	  “to	  change	  the	  behaviour	  of	  the	  participants”	  (ibid.:	  19).	  In	  this	  section	   of	   the	   report,	   Sommers	   gives	   an	   example	   showing	   how	   the	   structure	   and	  planning	  of	  a	  programme	  sometimes	  can	  miss	  the	  point	  completely	  by	  focusing	  more	  on	  what	  the	  teacher	  should	  teach	  than	  what	  the	  students	  should	  learn	  (ibid.),	  which	  can	   be	   an	   issue	  when	   taking	   into	   consideration	   the	   tension	   between	   the	   intended	  practice	  and	  the	  experienced	  practice	  as	  mentioned	  in	  chapter	  4.1.	   
 
Youth	  Empowerment	  Efforts According	   to	   Sommers,	   these	   kind	   of	   programmes	   are	   the	  most	   difficult	   to	   define	  since	  they	  can	  be	  utilized	  in	  a	  variety	  of	  ways.	  He	  states:	   ‘This	  program	  area	  may	  be	  
the	   hardest	   to	   categorize.	   It	   concerns	   activities	   aimed	   at	   energizing	   and	   engaging	  
youth	  through	   largely	  sporadic,	  high-­‐profile	  public	  activities	  (such	  as	  sports	  competi-­‐
tions,	   concerts,	   or	   conferences),	   or,	  alternatively,	   through	   the	  engagement	  of	   existing	  
youth	   groups.	   Sometimes	   programs	   incorporate	   both	   possibilities.”	   (Sommers	   2006:	  20).	  There	  does	  not	  seem	  to	  be	  a	  clear	  definition	  of	  what	  youth	  empowerment	  en-­‐tails	  making	   it	   somewhat	   of	   a	   ‘pop’	   concept	   within	   INGO	   programmes.	   And	   again	  there	  seem	  to	  be	  a	  lack	  of	  evaluation	  of	  the	  programmes,	  making	  it	  difficult	  to	  meas-­‐ure	  the	  actual	  impact	  these	  programmes	  have	  for	  youth	  in	  conflict	  and	  post-­‐conflict	  countries	  (ibid.). 
 
Psycho-­‐Social	  Programming One	  of	  the	  main	  argumentations	  about	  this	  is	  the	  fact	  that	  most	  of	  the	  programmes	  are	   conducted	   based	   on	   a	  Western	   approach	   to	   trauma,	  which	  might	   not	   be	   very	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constructive	   or	   appropriate	  when	   applied	   in	   different	   cultural	   contexts	   (Sommers	  2006:	  21).	   Sommers	  criticises	   the	   fact	   that	  much	   literature	   focuses	  on	  wording	   in-­‐stead	  of	  action.	  Specifically	  he	  argues	  that	  much	  literature	  focuses	  on	  the	  discussion	  about	  whether	  or	  not	   it	   is	  okay	   to	  define	  young	  people	  who	  have	  experienced	  war	  and	  conflicts	  as	  ‘traumatised’	  or	  not.	  He	  states:	  ‘The	  focus	  on	  whether	  a	  young	  person	  
who	   has	   experienced	   significant	   or	   severe	   psychological	   impact	   from	  war	   should	   be	  
called	  ‘traumatized’	  or	  not	  appears	  to	  be	  somewhat	  of	  a	  diversion.	  (...)	  What	  would	  ap-­‐
pear	  to	  matter	  much	  more	  is	  not	  what	  it	  is	  called	  but	  what	  is	  done	  about	  it.”	  (ibid.).	  He	  also	   argues	   that	   to	   facilitate	   programmes	   which	   rely	   on	   ‘western-­‐trained	   mental	  
health	  professionals’	  can	  be	  problematic	  because	  of	  lack	  of	  educational	  opportunities	  to	  gain	  qualified	  facilitators	  (ibid).	  Sommers	  argue	  with	  a	  quote	  from	  Armstrong	  that	  instead	   of	   focusing	   on	   “individual-­‐focused	   programmes”	   “a	   community-­‐based	   ap-­‐
proach	   to	   psychosocial	   rehabilitation	   will	   be	   more	   feasible	   and	   appropriate”	   (Arm-­‐strong	  in	  Sommers	  2006:	  21).	   
 Some	  of	  the	  programmes	  seem	  to	  have	  been	  inspired	  by	  Freire's	  idea	  about	  that	  dia-­‐logue	  with	  young	  people	  is	  really	  important	  when	  structuring	  education.	  He	  argues	  that	  education	  should	  be	  dialogues	  between	  equals	  (Freire	  2000:	  80),	  where	  teach-­‐ers	  and	  students	  learn	  from	  each	  other,	  interact,	  and	  together	  create	  the	  ability	  to	  be	  critical	  toward	  what	  you	  are	  being	  taught,	  as	  well	  as	  being	  critical	  towards	  the	  socie-­‐ty.	  It	  can	  be	  argued,	  on	  basis	  of	  the	  above,	  that	  many	  of	  the	  AEPs	  and	  general	  youth	  programmes	   are	   trying	   to	   incorporate	   this	   train	   of	   thought	   with	   variable	   success	  rates.	   
 Throughout	   his	   report,	   Sommers	   points	   to	   an	   important	   issue	   with	   many	   imple-­‐mented	  youth	  programmes,	  being	  that	  there	  is	  a	  lack	  of	  evaluation	  (Sommers	  2006).	  It	  is	  a	  well	  known	  fact	  within	  e.g.	  aid	  giving,	  that	  organisations	  often	  prioritise	  to	  use	  money	   on	   the	   implementation	   but	   not	   on	   evaluating	   the	   actual	   effects	   of	   the	   pro-­‐grammes,	   harming	   the	   process	   of	   developing	   the	   programmes	   further	   (Easterly	  2008:	  Chapter	  16.1.2).	  In	  order	  to	  make	  context	  and	  learner	  specific	  education	  it	   is	  important	  to	  establish	  who	  the	  target	  group	  is.	  Having	  discussed	  and	  defined	  differ-­‐ent	  forms	  of	  AEPs	  we	  will	  now	  go	  into	  depth	  with	  our	  context	  by	  first	  introducing	  a	  brief	  historical	  overview	  of	  SS. 
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5.	  The	  Republic	  of	  South	  Sudan	  In	  2011,	  the	  Formal	  Declaration	  of	  the	  Independence	  ceremony	  was	  held	  in	  Juba,	  the	  capital	  of	  SS,	  on	  July	  9,	  celebrating	  that	  98.6	  %	  of	  the	  over	  eight	  million	  people	  living	  in	  SS	  voted	  for	  an	  independent	  Republic	  of	  South	  Sudan	  (Natsios	  2012:	  xxviii).	  This	  was	  officially	  the	  end	  of	  a	  fifty-­‐five	  year	  long	  conflict	  between	  the	  North	  and	  South.	  
 
5.1	  History	  Sudan	  has	  been	  colonised	  by	  both	  Egypt	  and	  Britain	  in	  the	  period	  from	  1898	  to	  1956	  (Natsios	  2012:	  27).	  With	  Islamic	  authorities	  in	  the	  North	  and	  Christian	  ruling	  in	  the	  South,	  the	  North	  and	  South	  parts	  developed	  in	  different	  directions.	  During	  the	  Anglo-­‐Egyptian	  years,	  the	  British	  decided	  to	  isolate	  the	  South	  from	  the	  North,	  officially	  to	  prevent	  Arab	  slave	  trade	  from	  the	  North	  and	  the	  spreading	  of	  Islam,	  which	  the	  Brit-­‐ish	   feared	   could	   be	   the	   end	   of	   their	   empire	   (ibid.:	   31).	   The	  British	   authorities	   en-­‐couraged	  Christian	  missionaries	  to	  settle	  down	  in	  the	  South,	  establishing	  missionary	  schools	  where	  the	  language	  taught	  in	  was	  English	  (ibid.).	  Besides	  that	  the	  British	  did	  little	   to	  develop	   the	  South,	  operating	  with	  an	   indirect	   ruling	  administered	   through	  the	   chiefs	   of	   the	   different	   ethnical	   groups,	   in	   addition	   to	   the	   isolation	   preventing	  modernisation	  (ibid.:	  35).	  Sudan	  got	  its	  independence	  from	  the	  Anglo-­‐Egyptian	  rule	  in	  1956,	  however	  this	  was	  not	  the	  start	  of	  a	  peaceful	  progress	  for	  the	  country,	  rather	  a	  long	  period	  of	  internal	  conflicts	  (ibid:	  8).	   After	   the	   British	   withdrew	   out	   of	   Sudan,	   the	   South	  wanted	   autonomy.	   The	  South	  felt	  oppressed	  by	  the	  more	  developed	  North,	  which	  was	  in	  position	  of	  most	  of	  the	  governmental	  posts	  in	  the	  South,	  leaving	  almost	  none	  for	  the	  southerners	  them-­‐selves	  (ibid.:	  41).	  The	  tension	  between	  the	  two	  parts	  resulting	  in	  a	  civil	  war	  in	  1956	  which	  lasted	  until	  1972	  (ibid.:	  12).	  The	  main	  reason	  for	  the	  outbreak	  of	  the	  war	  was	  religious	  differences.	  The	  Arabs	  in	  the	  North	  tried	  to	  spread	  Islam	  to	  the	  South.	  Gen-­‐eral	  Abbud,	   leading	   the	  Sudanese	  government,	  believed	   that	  only	  by	  spreading	   the	  Islamic	   belief	   and	   Arabic	   culture	   could	   the	   two	   parts	   be	   brought	   together;	   taking	  control	  over	  all	  the	  missionary	  schools	  in	  the	  South,	  teaching	  Islam	  and	  changing	  the	  language	   taught	   in	   the	   schools	   from	  English	   to	  Arabic	   (ibid.:	  43).	  Under	  his	  policy,	  “the	  military	  government	  restricted	  the	  activities	  and	  presence	  of	  Christian	  missionar-­‐
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ies	  in	  South”	  (ibid.).	  This	  resulted	  in	  a	  lot	  of	  southerners	  fleeing	  to	  Uganda	  and	  Congo,	  while	  others	  formed	  competing	  political	  organisations	  representing	  the	  South	  Suda-­‐nese	  protesting	  against	  the	  behaviour	  of	  the	  North	  (ibid.:	  44).	  After	  several	  years	  of	  conflict,	  they	  finally	  came	  to	  an	  agreement	  through	  political	  negotiation	  with	  repre-­‐sentation	  from	  both	  North	  and	  South.	  In	  1972	  the	  president	  Numayri,	  who	  replaced	  Abbud	  during	  the	  first	  civil	  war,	  signed	  the	  Addis	  Ababa	  Agreement,	  creating	  a	  fed-­‐eral	  Sudanese	  state	  where	  the	  South	  would	  be	  responsible	  for	  their	  own	  internal	  af-­‐fairs	   (ibid.:	   50).	   During	   the	   years	   of	   the	   agreement,	   the	   number	   of	   schools	   in	   the	  southern	  Sudan	  increased	  significantly	  with	  650	  primary	  schools	  and	  25	  secondary	  schools	   (Sommers	   2005:	   61).	   Then	   a	   new	   war	   broke	   out	   in	   1983;	   the	   president	  broke	   the	   Addis	   Ababa	   Agreement	   abolishing	   the	   autonomous	   region	   of	   southern	  Sudan	  and	  declaring	  Sudan	  to	  be	  an	  Islamic	  state	  under	  Sharia	  law	  (ibid.:	  60-­‐61). The	  discovery	  of	  oil	  in	  the	  South	  in	  1987	  caused	  difficulties,	  created	  a	  dispute	  of	   the	   already	   established	   borderline	   between	   the	   South	   and	   North,	   because	   the	  North	   tried	   to	  claim	  certain	  areas	   (ibid.	  59).	  During	   the	  second	  civil	  war	  about	  2.5	  million	  people	  died,	   and	  more	   than	  4	  million	  people	  were	  displaced	   (ibid.:	   1).	  The	  second	  Sudanese	  civil	  war	  would	  last	  until	  2005,	  when	  finally	  the	  government	  of	  Su-­‐dan	  and	  Sudan	  People’s	  Liberation	  Movement	  (ibid.:	  xxvii)	  made	  the	  CPA	  stating	  the	  South’s	   political	   powers	   and	   the	   sharing	   of	   the	   oil	   revenue,	   leading	   to	   their	   inde-­‐pendence	  in	  2011	  (ibid.:	  173).	  
 
5.2	  Recent	  The	  civil	  wars	  left	  SS	  with	  almost	  no	  infrastructure,	  but	  after	  the	  CPA	  the	  economic	  growth	   and	   the	   reconstruction	   of	   the	   country	   has	   progressed	   (The	   World	   Bank	  2012:	  18).	  Essential	  institutions	  are	  established	  and	  Juba	  is	  developing	  rapidly	  with	  new	  roads,	  banks,	  restaurants,	  small	  hotels,	  businesses	  and	  development	  agency	  of-­‐fices	  (Natsios	  2012:	  205).	  According	  to	  Natsios,	  one	  of	  the	  reasons	  for	  the	  booming	  business	  establishments	  is	  SS’s	  low	  taxes	  combined	  with	  minimum	  business	  regula-­‐tions,	  leading	  merchants	  from	  other	  East	  African	  countries	  to	  establish	  companies	  in	  SS	  (ibid.:	  205).	  While	  Juba	  has	  economic	  growth,	  the	  rural	  areas	  still	  live	  in	  poverty,	  where	  according	  to	  Natsios;	  “the	  schools	  and	  health	  clinics	  built	  by	  donor	  aid	  agencies,	  
state	  governors,	  church	  groups,	  and	  NGOs	  are	  scattered	  and	  spared”	  (ibid.:	  206).	  83	  %	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of	   the	  population	   live	   in	  rural	  areas	  making	  agriculture	   their	  main	  source	  of	   liveli-­‐hood	  (The	  World	  Bank	  2012:	  18).	  The	  GoSS	  is	  heavily	  relying	  on	  revenue	  from	  natu-­‐ral	   resources,	   in	   2011	   98	  %	   of	   GoSS’	   income	   came	   from	   oil	   (Natsios	   2012:	   210),	  which	   makes	   SS	   and	   it’s	   economy	   vulnerable	   to	   interference.	   This	   is	   because	   of	  changes	  in	  oil	  prices,	  production	  problems	  and	  the	  dispute	  with	  the	  North	  on	  ‘pipe-­‐line	   transit	   fees’,	   since	  SS	   is	  using	  northern	  pipelines	   to	   transfer	  oil	   (Joselow	  2012	  (online)).	  During	  the	  civil	  wars	  a	   lot	  of	  people	   fled	  to	  various	  places	  –	   internally	   in	  what	  was	  then	  called	  Sudan,	  to	  the	  surrounding	  African	  countries	  and	  some	  even	  to	  the	  Western	  part	  of	  the	  world.	  Since	  the	  CPA	  signed	  in	  2005	  and	  after	  the	  independ-­‐ency	  in	  2011,	  thousands	  of	  people	  have	  returned	  to	  resettle	  in	  SS	  from	  their	  various	  temporary	  living	  places.	   	   
Poverty	  and	  unemployment The	  material	  capital	  within	  the	  working	  force	  in	  SS	  is	  extremely	  low.	  The	  Southern	  Sudan	  Centre	   for	  Census,	  Statistics	  and	  Evaluation	  (SSCCSE)	  estimate	   that	   in	  2009,	  51	  %	  of	  the	  population	  was	  below	  the	  national	  poverty	  line,	  consisting	  of	  72.9	  Suda-­‐nese	  pounds	  a	  person	  per	  month,	  equivalent	  to	  31	  US	  dollars	  (The	  World	  Bank	  2012:	  19).	  While	  the	  poverty	  rate	  in	  urban	  areas	  is	  24.4	  %,	  it	  is	  55.4	  %	  amongst	  the	  rural	  population	   (The	  World	  Bank	  2011:	  9).	  According	   to	  a	   report	  made	   in	  2011	  on	   the	  labour	  marked	  in	  SS,	  62.9	  %	  of	  the	  working	  force	  between	  15	  and	  64	  were	  employed	  in	  agriculture,	  15	  %	  in	  the	  production	  of	  household	  products	  and	  12.1	  %	  in	  the	  ser-­‐vices	   industry	  (Guarcello	  et.	  al	  2011:	  12).	  As	  much	  as	  43.1	  %	  of	   these	  are	  working	  unpaid	  in	  family	  related	  occupations	  and	  36.5	  are	  self-­‐employed,	  while	  only	  13.1	  are	  paid	  employees	  (ibid.).	  The	  unemployment	  rate	  amongst	  young	  people	  between	  the	  age	  15	  to	  24,	  is	  18.5	  %,	  while	  between	  age	  25	  and	  64	  its	  9.8	  %	  (ibid.:	  7). 
	   
Education	  and	  literacy During	   the	  decades	  of	   civil	  war,	   the	   investment	  of	  GoSS	   in	   education	  was	   low	  and	  INGO’s	  or	   local	   communities	   ran	  most	   schools,	  with	  no	  coordinated	  education	  sys-­‐tem	  (The	  World	  Bank	  2012:	  25).	  After	  SS’s	  independence,	  GoSS	  established	  the	  Min-­‐istry	  of	  Education	  (MoE),	  responsible	  for	  the	  public	  education	  (ibid.:	  16).	  About	  85	  %	  of	   schools	   in	   SS	   are	   publicly	   founded	   and	  managed	   by	   the	   government	   or	   schools	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aided	  by	   them	   through	  public	   funding	  while	   privately	  managed,	   the	   last	   15	  %	  are	  founded	  by	  private	  resources,	  e.g.	  schools	  funded	  and	  managed	  by	  INGO’s	  (ibid.:	  30). The	  structure	  of	   the	  FE	   in	  SS	   is	  eight	  years	  of	  primary	  school,	   four	  years	  of	  secondary	  school	  and	  a	  higher	  education,	  all	  being	  taught	  in	  English.	  The	  increase	  in	  school	   attendants	   do	   not	  match	   the	   amount	   of	   primary	   schools	   in	   SS,	   resulting	   in	  overcrowded	   schools	   where	   the	   average	   primary	   school	   has	   429	   students,	   eight	  teachers	  and	  three	  classrooms	  (ibid.:	  39).	  Furthermore,	   implementation	  of	   the	  sys-­‐tem	  is	  not	  complete,	  meaning	  that	  schools	  have	  not	  been	  able	  to	  offer	  a	  complete	  ed-­‐ucation	  to	  the	  students	  (ibid.).	  Most	  schools	  offer	  first	  grade,	  but	  the	  higher	  the	  grade	  the	  percentage	  of	  schools	  offering	  the	  education	  declines,	  e.g.	   in	  2009	  only	  13	  %	  of	  the	  primary	  schools	  in	  SS	  offered	  eighth	  grade	  (ibid.:	  32). According	  to	  SSNBS,	  71	  %	  of	  the	  population	  in	  SS	  aged	  6	  and	  above	  have	  nev-­‐er	  been	  to	  school	  (2010:	  5).	  The	   literacy	  rate	   for	   this	  population	   is	  29	  %	  (ibid.:	  5).	  The	   literacy	  rate	  differs	  with	  geographical	  matters	  and	  gender.	   In	  urban	  areas,	   the	  literacy	   rate	   of	   this	   group	   is	   51	  %,	  while	   it	   in	   rural	   areas	   is	   only	   24	  %	   (ibid.:	   5),	  reaching	  about	  60	  %	  for	  boys	  and	  40	  %	  for	  girls	  (The	  World	  Bank	  2012:	  19). 	   
Ethnic	  Groups	  and	  Languages There	  are	  597	  ethnic	  groups	  in	  Sudan	  and	  SS	  together	  (Natsios	  2012:	  10).	  The	  Dinka	  is	   the	   largest	  one	   in	   the	  South,	  with	   twenty-­‐five	  sub-­‐ethnic	  groups	  (ibid.).	  The	   two	  other	   major	   ethnic	   groups	   are	   Nuer	   and	   Azande	   (Joshua	   Project,	   South	   Sudan	  (Online)).	  With	  a	  lot	  of	  different	  ethnic	  groups	  in	  SS,	  one	  of	  the	  major	  challenges	  is	  to	  deal	  with	  the	  tension	  between	  them.	  According	  to	  Natsios	  there	  is	  a	  ‘deep	  resentment’	  between	  the	  ethnic	  groups	  and	  issues	  with	  local	  conflicts	  (2012:	  206).	  The	  deep	  re-­‐sentment	   is	   founded	   in	   the	   uneven	   representation	   in	   the	   government,	   the	   ethnic	  groups	  not	  being	  able	   to	  equally	  represent	   their	   interests	  and	  thereby	  the	  unequal	  possibility	  to	  represent	  their	  own	  interests,	  e.g.	   the	  Dinkas,	  which	  represents	  35	  to	  40	  %	  of	   the	  population,	   dominate	   in	   some	   areas	   about	   60	  %	  of	   public	   sector	   jobs	  (ibid.).	   The	  languages	  in	  SS	  also	  create	  some	  difficulties;	  while	  English	  and	  Arabic	  are	  the	   two	  official	   languages	   in	  SS,	   there	  are	  several	  regional	   languages	  and	   local	  dia-­‐lects	   such	   as	   Juba	   Arabic,	   Dinka	   and	   Nuer	   (ibid.:	   224).	   The	   variety	   of	   languages	  makes	   it	  more	  difficult	   to	  communicate	  across	   regions	  and	   in	  between	   the	  groups.	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This	   also	   complicates	   the	   learning	   situation,	  with	   the	   official	   educational	   language	  being	  English,	  because	  many	  teachers	  are	  used	  to	  teach	  in	  Arabic	  and	  do	  not	  master	  the	  English	  language	  that	  well	  (Brown	  2011:	  41). 
 The	  history	  of	  SS	   is	  conflict-­‐ridden	  and	  has	   left	   the	  new	  country	  of	  SS	   in	  a	  difficult	  situation	  with	  many	  challenges.	  Knowing	  the	  history	  of	  SS	  gives	  the	  basis	  of	  analys-­‐ing	  the	  youth	  within	  SS	  and	  will	  help	  in	  explaining	  why	  they	  are	  living	  on	  the	  terms	  they	  are,	  and	  as	  well	  as	  help	  in	  explaining	  their	  actions.	  In	  the	  following	  chapter	  the	  SS	  youth	  will	  be	  identified	  and	  further	  analysed.	   
6.	  Youth	  and	  Capital	  in	  the	  Republic	  of	  South	  Sudan	  In	  the	  following	  chapter	  a	  discussion	  of	  youth	  in	  SS	  and	  their	  capitals	  will	  be	  made.	  This	  will	  be	  done	   in	  order	   to	  discuss	   their	  position	  within	  SS	  society	  and	  to	  get	  an	  impression	   of	   their	   worldview.	   The	   argumentation	   takes	   departure	   in	   the	   report	  
“Dowry	  and	  division	  –	  Youth	  and	  State	  Building	  in	  South	  Sudan”	  made	  by	  Marc	  Som-­‐mers	  and	  Stephanie	  Schwartz	  (2011)	  on	  behalf	  of	  the	  United	  States	  Institute	  of	  Peace,	  though	  they	  have	  stated	  that	  the	  view	  of	  the	  report	  is	  not	  necessarily	  a	  reflection	  of	  the	  institute	  as	  much	  as	  of	  the	  authors	  themselves.	  The	  chapter	  will	  also	  include	  ar-­‐gumentation	  and	  data	  from	  a	  variety	  of	  other	  sources	  such	  as	  the	  SSNBS.	  The	  Som-­‐mers	  and	  Schwartz	   report	   is	   constructed	  around	   the	  authors	   field	  studies	  made	   in	  three	  different	  locations	  in	  SS,	  where	  they	  have	  conducted	  interviews	  with	  South	  Su-­‐danese	  youth	  as	  well	  as	  with	  local	  government	  officials	  and	  other	  adults	  in	  SS	  (Som-­‐mers	  and	  Schwartz	  2011:	  2).	  
 
6.1.	  Youth	  in	  the	  Context	  of	  South	  Sudan	  In	  order	   to	  deal	  with	   the	  South	  Sudanese	  youth	   in	   this	  project,	   a	   clearer	  picture	   is	  needed	  on	  how	  they	  are	  defined	  by	  society	  and	  to	  get	  an	  idea	  of	  how	  they	  perceive	  themselves.	   There	   is	  no	  clear	  age	  bracket	   in	  which	  youth	   is	  placed	   in	  SS,	  and	  many	  chil-­‐dren	  do	  not	  know	  their	  date	  of	  birth,	  making	  it	  hard	  to	  define	  their	  precise	  age	  (En-­‐sor	  2012:	  277).	  However,	  most	  reports	  agree	  that	  youth	  starts	  from	  the	  age	  of	  15.	  In	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the	  Development	  Plan	  made	  for	  SS	  for	  the	  period	  2011-­‐13	  by	  the	  Sudanese	  Govern-­‐ment,	   youth	   is	   mentioned	   a	   few	   times	   as	   being	   people	   between	   15-­‐24	   years	   old	  (GoSS	  2011:	  18),	  and	  in	  others	  it	  ranges	  all	  the	  way	  up	  to	  the	  age	  of	  40.	  In	  the	  SSNBS	  when	  looking	  at	  the	  age	  bracket	  15-­‐24	  one	  can	  see	  that	  in	  total	  the	   ‘youth’	  popula-­‐tion	  in	  SS	  is	  1.628.835	  million	  people	  wherefrom	  301.920	  are	  living	  in	  urban	  areas	  and	  1.326.915	  million	  live	  in	  rural	  areas	  (SSNBS	  2010:	  71).	  As	  mentioned	  above	  the	  total	   South	   Sudanese	   population	   was	   in	   2008,	   8.260.490	   million	   people,	   which	  means	  that	  youth	  composed	  roughly	  20	  %	  of	  the	  total	  population.	  If	  youth	  is	  defined	  as	  being	  from	  15-­‐30	  years	  old	  it	  composed	  roughly	  28	  %	  of	  the	  total	  population.	  The	  literacy	  rate	  among	  young	  people,	   from	  15-­‐24	  years	  old,	   is	  according	   to	   the	  World	  Bank	   indicators	   estimated	   to	   be	   40	  %	   (GoSS	   2011:	   18).	   Looking	   at	   the	  movement	  among	   the	  South	  Sudanese	  population	   from	  2007-­‐2008	   the	  majority	  of	   the	  people	  between	  15-­‐29	  years	  old	  moved	  internally	  in	  SS	  from	  one	  state	  to	  another	  but	  also	  quite	   a	   high	   number	  moved	   back	   from	   both	   Northern	   Sudan	   and	   other	   countries	  (SSNBS	  2010:	  62).	  This	  was	  only	  2	  years	  after	  the	  CPA	  was	  signed. 
 
Three	  major	  backgrounds	  of	  the	  youth Sommers	  and	  Schwartz	  have	  in	  the	  report	   ‘Dowry	  and	  Division’	  from	  2011	  divided	  youth	  in	  SS	  into	  three	  major	  groups	  (Sommers	  2011:	  6):	  1)	  The	  youth	  who	  remained	  in	   South	   Sudan	   during	   the	   civil	   war	   (YRSS);	   2)	   The	   Khartoumers,	   referring	   to	   the	  ones	  who	   fled	   to	   Northern	   Sudan	   (now	   Sudan);	   3)	   The	   ones	  who	   fled	   to	   the	   sur-­‐rounding	  East	  African	  countries,	  who	  are	  also	  referred	  to	  as	  diaspora	  youth. Looking	   at	   the	   numbers	   mentioned	   in	   the	   first	   section	   this	   division	   seems	  reasonable,	  though	  it	  should	  not	  be	  ruled	  out	  that	  there	  are	  also	  other	  maybe	  smaller	  groups.	  In	  order	  to	  get	  an	  overview	  of	  the	  youth	  of	  SS	  the	  three	  categories	  will	  now	  be	  elaborated	  on	  further.	   	   
The	  youth	  who	  remained	  in	  South	  Sudan	  during	  the	  civil	  war	   The	   youth	  who	  have	   remained	   in	   SS	  have	  witnessed	   the	   second	   civil	  war	  directly.	  Some	  have	  been	  recruited	  as	  child	  soldiers	  to	  the	  SPLA,	  and	  others	  have	  been	  con-­‐stantly	  on	  the	  move	  to	  survive.	  Over	  twenty	  thousand	  children	  got	  displaced	  and/or	  orphaned	   during	   the	   conflict	   (Ensor	   2012:	   276).	   It	   is	   estimated	   that	   around	   2000	  children	  were	  recruited	  as	  child	  soldiers,	  and	  have	  been	  an	  active	  part	  in	  the	  conflict	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for	  most	  of	  their	  lives	  (Green	  2012).	  The	  youth	  who	  remained	  have	  been	  fighting	  for	  their	  country,	  and	  have	  stayed	  there	  despite	  the	  war,	  which	  creates	  a	  strong	  sense	  of	  belonging	   and	   national	   feeling	   within	   them	   (Sommers	   2011:	   7-­‐8).	   According	   to	  Sommers	   they	   tend	   to	   be	  more	   traditional,	   and	   to	   look	   at	   youth	  with	   other	   back-­‐grounds	  than	  themselves	  as	  intruders,	  and	  non-­‐South	  Sudanese	  because	  of	  the	  hab-­‐its	  that	  they	  have	  adapted	  from	  elsewhere. Because	  of	  the	  war,	  there	  has	  not	  been	  a	  lot	  of	  educational	  possibilities,	  and	  many	   of	   them	   have	   therefore	   never	   attended	   school	   (Brown	   2006:	   20).	   However,	  within	   the	  SPLA	   there	  was	  an	  attempt	   to	  educate	   the	  many	  children	  and	  youth	  by	  utilizing	   the	   skills	  within	   the	   army.	   Some	  of	   the	   soldiers	  were	   educated	   and	   could	  thereby	  teach	  others	  what	  they	  knew	  (Ensor	  2012:	  279).	  The	  youth	  who	  remained	  in	  SS	  during	   the	   civil	  war	   speak	   a	  mixture	   of	   local	   languages,	   English	   and	  Arabic	   de-­‐pending	  on	  where	  they	  have	  been	  located	  during	  their	  lives	  	  as	  mentioned	  	  in	  chap-­‐ter	  5.2.. 	   
The	  Khartoumers The	  Khartoumers	  include	  the	  ones	  who	  fled	  to	  Khartoum	  and	  other	  places	  in	  North-­‐ern	  Sudan	  (Sommers	  2011:	  6).	  These	  young	  people	  are	  mainly	  speaking	  Arabic	  and	  have	  mainly	  settled	  in	  urban	  areas	  in	  SS,	  which	  have	  seemed	  more	  natural	  for	  them	  after	  having	  lived	  in	  Khartoum.	  The	  Khartoumers	  have	  been	  living	  in	  the	  big	  city	  and	  have	  therefore	  adapted	  to	  the	  urban	  life,	  however	  some	  have	  also	  been	  living	  in	  big	  IDP	  camps	  in	  and	  around	  Khartoum	  (Ensor	  2012:	  277).	  Among	  the	  Khartoumers	  al-­‐cohol	   consumption	   is	   identified	   as	   rather	   common,	  which,	   according	   to	   Sommers,	  could	  be	  due	  to	  unemployment,	  boredom	  and/or	  hostility	  from	  the	  Northern	  Suda-­‐nese	  (2011:	  7).	  The	  Khartoumers	  who	  have	  returned	  to	  SS	  are	  also	  to	  some	  extend	  looked	  upon	  in	  a	  negative	  way	  by	  other	  youth,	  especially	  among	  the	  youth	  who	  re-­‐mained	  in	  SS	  as	  explained	  above.	  A	  male	  youth	  entrepreneur	  has	  been	  quoted	  in	  the	  ‘Dowry	   and	  Division’	   report:	   “You	  can	  clearly	  tell	  a	  Khartoumer.	  They	  dress	  and	  act	  
different.	  They	  speak	  Arabic	  and	  have	  (an)	  arabic	  culture.	  There	  is	  a	  feeling	  that	  they	  
are	  the	  ones	  who	  betray	  us	  (as	  spies	  for	  Sudanese	  Arabs)	  (...)”	  (ibid.:	  7).	  25,5	  %	  of	  all	  the	  people	  who	  came	  from	  the	  states	  in	  Northern	  Sudan	  have	  never	  attended	  school,	  however	  it	  is	  hard	  to	  tell	  how	  many	  of	  these	  are	  youth.	  (SSNBS	  2010:	  62). 	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The	  diaspora	  youth The	   diaspora	   youth	   includes,	   according	   to	   Sommers,	   the	   young	   people	   who	   have	  lived	  as	  refugees	  in	  other	  countries,	  mainly	  East	  Africa,	  and	  have	  returned	  to	  SS	  after	  the	  CPA	  and	  independency	  (2011:	  7).	  Some	  of	  the	  diaspora	  youth	  was	  settled	  in	  the	  big	  cities	  of	  the	  foreign	  countries	  and	  some	  in	  for	  example	  Northern	  Uganda,	  which	  was	  also	  a	  somewhat	  conflict	  ridden	  area.	  However,	  settling	  closer	  to	  the	  borders	  of	  SS	  also	  meant	  that	  the	  culture	  was	  similar	  to	  the	  one	  they	  came	  from,	  as	  well	  as	  simi-­‐lar	  farming	  conditions	  (ibid.:	  277). The	   diaspora	   youth	   are	   facing	   challenges	   because	   of	   the	   East	   African	   back-­‐ground	  in	  comparison	  to	  the	  South	  Sudanese	  background.	  They	  are	  mainly	  speaking	  English	  and	  some	  of	  them	  are	  also	  well	  educated	  from	  other	  countries.	  It	  is	  argued	  in	  the	  ‘Dowry	  and	  Division’	  report	  that	  the	  returned	  refugees	  are	  the	  ones	  mainly	  dom-­‐inating	   the	   positions	  within	   the	   government,	   and	   civil	   society	   jobs	   (ibid.:	   7).	   They	  have	  the	  advantage	  of	  speaking	  English	  that	  after	  the	   independence	  became	  one	  of	  the	  official	   languages	   in	  SS	  and	  the	  only	  official	   teaching	   language	  in	  schools	  as	  ex-­‐plained	  in	  chapter	  5.The	  ones	  who	  have	  been	  living	  in	  the	  bigger	  cities	  have	  adopted	  an	  urban	  culture	  which	  have	  sometimes	  resulted	  in	  a	  distance	  to	  e.g.	  the	  traditional	  way	  of	  dressing	  (ibid.:	  7-­‐8).	  This	  and	  the	  issue	  of	  the	  employment	  can	  create	  preju-­‐dice	  and	  hostility	  especially	  from	  other	  youth	  in	  SS. 
 Having	  identified	  these	  three	  major	  groups	  of	  youth	  and	  their	  backgrounds	  the	  next	  step	  is	  to	  analyse	  their	  capitals	  in	  order	  to	  analyse	  their	  position	  within	  the	  SS	  socie-­‐ty	  today.	  The	  following	  chapter	  will	  be	  an	  analysis	  of	  the	  capitals	  of	  the	  three	  groups	  of	  youth.	  	  
 
6.2.	  Analysing	  Youth	  Capital	  in	  South	  Sudan	  No	  matter	  which	  group	  of	  youth	  being	  chosen	  to	  analyse	  it	  is	  difficult,	  if	  not	  impossi-­‐ble	  to	  make	  solid	  generalisations	  about	  their	  status	  in	  society	  because	  they	  all	  have	  individual	  constructions	  of	  their	  life	  and	  reality.	  Even	  though	  a	  lot	  of	  people	  are	  re-­‐turning	  to	  SS,	  they	  left	  with	  different	  social	  and	  cultural	  capitals	  and	  will	  also	  return	  from	  different	  places	  having	  giving	  them	  different	  cultural,	  social	  and	  material	  capi-­‐tal.	   This	   gives	   them	   different	   positions	   in	   society.	   In	   this	   chapter	   a	   discussion	   of	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youth’s	   different	   capitals	  will	   be	  made	   and	   even	   though	   an	   accurate	   and	  objective	  conclusion	  can	  not	  be	  made.	  An	  attempt	  to	  analyse	  youth’s	  symbolic	  capital	  will	  be	  attempted	  on	  behalf	  of	  the	  knowledge	  gained	  in	  this	  analysis.	   	   
Employment	  and	  job	  opportunities According	  to	  SSNBS,	  the	  unemployment	  rate	  among	  young	  men	  in	  the	  age	  between	  15-­‐20	  is	  20	  %,	  making	  it	  the	  highest	  compared	  to	  the	  other	  age	  groups	  in	  SS.	  For	  fe-­‐males	  in	  the	  same	  age	  group	  the	  number	  is	  17	  %	  (2010:	  5).	  According	  to	  Sommers	  and	  Schwartz	  there	  are	  several	  and	  complex	  reasons	  for	  the	  high	  level	  of	  youth	  un-­‐employment,	  but	  they	  highlight	  four	  reasons	  as	  being	  of	  specific	  importance	  (2011:	  8-­‐9),	  these	  being;	  1)	  A	  great	  focus	  on	  getting	  a	   ‘white	  collar’	   job	  within	  the	  govern-­‐ment,	  though	  there	  is	  a	  very	  limited	  amount	  of	  these	  jobs;	  2)	  Nepotism;	  3)	  Refusal	  of	  some	  jobs	  because	  they	  are	  considered	  to	  be	  humiliating	  and	  of	  low	  status;	  4)	  Unre-­‐alistic	  expectations	  to	  earning	  potential	  and	  job	  opportunities 	   The	  idea	  of	  only	  wanting	  so-­‐called	  ‘white	  collar’	  jobs,	  which	  are	  related	  to	  jobs	  in	  an	  office	   (Hornby	  2000:	  1477)	  and	   in	   this	  connection	  often	  referred	   to	  as	   jobs	  within	  the	   government	   or	   within	   INGOs,	   seem	   to	   be	   of	   great	   importance.	   It	   is	   a	   general	  theme	   in	   the	   above	   mentioned	   reasons	   for	   unemployment	   among	   young	   people.	  There	  seem	  to	  be	  an	  expectation	  among	  young	  South	  Sudanese	  men	  that	  they	  have	  the	  ‘right’	  to	  these	  kinds	  of	  jobs,	  even	  though	  they	  might	  not	  have	  any	  official	  educa-­‐tional	   training	   or	   previous	   experience	   within	   the	   specific	   field	   (Sommers	   and	  Schwartz	  2011:	  8).	  This	  could	  be	  because	  they	  have	  unrealistic	  expectations,	  but	   it	  can	  also	  be	  because	  they	  see	  people	  with	  high	  status	  jobs	  in	  the	  government	  without	  any	  educational	  background	  who	  was	  placed	   there	  because	  of	   their	   social	   connec-­‐tions,	  previously	  referred	  to	  as	  nepotism	  (ibid.).	  The	  social	  capital	  of	  these	  youth	  is	  limited	   as	   they	   do	   not	   know	   the	   right	   people	   or	   have	   the	   right	   connections.	   That	  some	  people	  occupy	  high	  status	  jobs	  without	  having	  an	  education	  might	  give	  the	  im-­‐pression	  that	  education	  is	  not	  necessary	  in	  order	  to	  get	  a	  high	  profile	  job	  –	  making	  it	  difficult	  for	  the	  youth	  to	  understand	  why	  they	  should	  humiliate	  themselves	  by	  taking	  a	  low	  status	  job	  such	  as	  being	  a	  construction	  worker	  (ibid.:	  9).	  In	  the	  ‘Dowry	  and	  Di-­‐
vision’	  report,	  there	  is	  a	  quote	  referred,	  made	  by	  a	  government	  official	  from	  United	  State	   who	   states	   that	   “South	   Sudanese	   youth	   are	   so	   selective.	   They	   only	  want	   to	   do	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white	   collar	   jobs.	   	  Even	  youth	  with	  no	   education	   expect	  a	   [white	   collar]	   job.”	   (ibid.).	  The	  youth	  are	  trying	  to	  ensure	  a	  good	  social	  capital	  as	  well	  by	  being	  selective	  to	  what	  jobs	  they	  take	  -­‐	  if	  they	  are	  of	  low	  status	  they	  will	  also	  as	  individuals	  be	  looked	  upon	  as	  such.	  However,	  their	  material	  capital	  is	  also	  affected	  by	  both	  of	  these	  factors.	  The	  groups	  of	  youth	  influenced	  by	  this	  can	  be	  argued	  to	  be	  mainly	  the	  Khartoumers	  and	  the	  YRSS. As	  mentioned	  in	  chapter	  5.,	  an	  increase	  of	  foreign	  investment	  occurred	  after	  the	  CPA	  was	  signed	  and	  SS	  gained	  its	  official	  independence,	  meaning	  that	  a	  lot	  of	  for-­‐eign	   investors	  came	  to	   invest	   in	  SS	   from	  the	  neighbouring	  countries.	  These	   foreign	  investors	  often	  ‘imported’	  workers	  from	  the	  surrounding	  countries	  due	  to	  the	  lack	  of	  skilled	  workers	   in	  SS.	  This	   is	   seen	  as	  a	  major	   issue	   for	   the	  young	  men	   in	  SS,	   since	  they	  would	  continue	  to	  be	  unemployed	  because	  of	  the	  import	  of	  work	  labour	  (ibid.:	  7).	   	   According	   to	   some	   of	   the	   young	   people	   interviewed	   in	   the	   Sommers	   and	  Schwartz	   report,	   it	   is	   especially	   jobs	  within	   foreign	   institutions	   such	  as	   INGOs	  and	  other	   international	   donors	   that	   are	   taken	  up	  by	   foreigners	   (ibid.).	   As	   the	  diaspora	  youth	  seem	  to	  occupy	  many	  ‘white	  collar’	  jobs,	  their	  social	  as	  well	  as	  economic	  capi-­‐tal	  are	  considered	   to	  be	  significantly	  higher	   than	   the	  ones	  of	   the	  Khartoumers	  and	  YRSSs.	   
	   
Education As	  described	  in	  chapter	  5.1.,	   the	  different	  groups	  of	  youth	  in	  SS	  have	  various	  back-­‐grounds	  and	  therefore	  also	  various	  educational	  backgrounds.	  The	  literacy	  rate	  in	  SS	  is	  very	  low	  as	  mentioned	  in	  chapter	  5.2.,	  especially	  among	  young	  people.	  More	  spe-­‐cifically,	  according	  to	  the	  SSNBS	  the	  “Literacy	  rate	  for	  males	  aged	  15-­‐24	  is	  44	  %,	  com-­‐
pared	  with	  30	  %	  for	  females”	  (2010:	  5).	  This	  does	  not	  only	  indicate	  a	  very	  low	  litera-­‐cy	  rate	  but	  also	  a	  difference	  between	  males	  and	  females.	  Also,	  there	  is	  a	  significant	  difference	  in	  the	  school	  attendance	  when	  looking	  at	  the	  location	  of	  the	  South	  Suda-­‐nese	  people	  in	  the	  SSNBS	  census.	  52	  %	  of	  the	  urban	  population	  from	  the	  age	  of	  15	  and	  above	  had	  never	  attended	  school	  in	  2008	  (ibid.:	  73).	  In	  the	  rural	  areas,	  77.9	  %	  of	  the	  people	  from	  the	  age	  of	  15	  and	  above	  had	  never	  been	  in	  school	  (ibid.:	  73).	  Of	  the	  total	  population	  in	  SS,	  the	  people	  between	  the	  ages	  of	  15-­‐24	  compose	  approximately	  3.65	  %	  living	  in	  urban	  areas,	  and	  roughly	  16	  %	  in	  the	  rural	  areas.	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There	  are	  various	  reasons	  to	  why	  young	  people	  do	  not	  have	  the	  possibility	  to	  edu-­‐cate	  themselves	  and	  these	  are	  to	  be	  combined	  with	  the	  capitals	  presented	  by	  Bour-­‐dieu	  i.e.	  the	  cultural,	  material	  and	  social	  capital. As	  there	  are	  still	  not	  a	  lot	  of	  schools	  in	  SS,	  many	  young	  people	  do	  not	  have	  ac-­‐cess	  to	  them	  (Brown	  2006:	  20).	  This	  is	  both	  due	  to	  their	  limited	  material	  capital,	  e.g.	  transportation	  to	  the	  schools,	  school	  fees,	  books	  etc.	  but	  also	  because	  of	  their	  cultur-­‐al	  background	  with	  regards	  to	  their	  duties	  at	  home	  and	  their	  responsibilities	  in	  the	  family,	  which	  will	  be	   further	  elaborated	  on	  in	  chapter	  6.3.	  Also,	  many	  of	   the	  young	  people	  have	  not	  been	  able	  to	  attend	  school,	  while	  still	  being	  in	  the	  normal	  school	  age,	  during	   the	   conflicts	   (AfDB,	   et	   al.	   2012:	   9),	   which	   could	   result	   in	   exclusion	   of	   the	  youth,	   because	   of	   the	   lack	   of	   context	   dependency	  within	   the	   FES,	   as	   described	   in	  chapter	  4.Especially	  many	  of	   the	  YRSS	  have,	  due	   to	   the	  conflict	  not	  had	  the	  oppor-­‐tunity	  to	  attend	  school	  and	  therefore	  have	  a	  low	  cultural	  capital.	   	   However,	  all	  these	  statistical	  data	  do	  not	  necessarily	  say	  much	  about	  the	  young	  peo-­‐ple’s	   contextualized	   qualifications.	   One	   ex-­‐child	   soldier,	   Kabili,	   explains	   that	   the	  SPLA	  offered	  education	  and	  that	  he	  was	  one	  of	  the	  teachers	  (Ensor	  2012:	  279).	  This	  shows	   that	   education	  was	  offered	   to	   the	   child	   soldiers,	  but	   to	  what	  extend	  and	  on	  what	  level	  is	  not	  clear.	  Ensor	  explains	  that	  according	  to	  Kabili:	  “those	  who	  managed	  
to	  stay	  alive	  during	  the	  war	  likely	  gained	  a	  set	  of	  survival	  strategies	  and	  skills	  that	  can	  
be	  useful	  resources	  in	  civilian	  life,	  if	  given	  the	  proper	  opportunities.”	  (ibid.).	  He	  further	  describes	  how	  many	  ex-­‐soldiers	  are	  not	  afraid	  of	  taking	  upon	  themselves	  the	  role	  of	  a	  leader,	  and	  that	  they	  are	  more	  politically	  engaged	  than	  the	  young	  people	  who	  have	  not	  been	  directly	  involved	  in	  the	  conflicts	  (ibid.:	  282).	  The	  cultural	  capital	  for	  these	  youth	  is	  highly	  influenced	  by	  their	  past	  in	  the	  military	  and	  away	  from	  their	  families	  which	  means	  that	  they	  might	  be	  more	  influenced	  by	  the	  military	  leaders	  than	  from	  the	  cultural	  background	  of	  their	  biological	  parents.	  Whether	  their	  cultural	  capital	  is	  high	  or	   low,	   due	   to	   this	   is	   hard	   to	   identify	   as	   it	  might	   also	  be	  determined	  by	  who	  “brought	   them	  up”	  while	   in	  SPLA;	  whether	  e.g.	   	   it	  was	  a	  high	  or	   low	  status	  officer.	  This	  cultural	  capital	  is	  also	  perceived	  differently	  from	  the	  different	  people	  in	  society,	  and	  will	  by	  many	  perhaps	  be	  perceived	  as	  a	  low	  cultural	  capital	  as	  being	  in	  the	  mili-­‐tary	  is	  not	  perceived	  as	  being	  of	  much	  value.	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Education	  skills	  obtained	  outside	  of	  the	  FES,	  e.g.	  those	  of	  ex-­‐soldiers,	  are	  most	  likely	  not	  rewarded	  with	  a	  certificate.	  It	  has	  thereby	  not	  reached	  an	  official	  level	  and	  it	  does	  not	  account	  as	  part	  of	  Bourdieu’s	  institutionalized	  form	  of	  the	  cultural	  capital.	  This	  also	  makes	  it	  difficult,	   if	  wanting,	  to	  transfer	  this	  uncertified	  knowledge	  into	  a	  new	  context.	  This	  can	  be	  further	  problematized	  by	   looking	  at	   the	  numbers	  on	  how	  many	  people	  in	  SS	  have	  qualifications:	  “91	  %	  of	  the	  population	  have	  no	  qualifications,	  
5	  %	  have	  some	  primary	  qualification	  and	  4	  %	  have	  secondary	  or	  higher	  qualifications.”	  (ibid.:	  5).	  The	  qualifications	  are	  referring	  to	  the	  educational	  status	  and	  what	  level	  of	  education	   they	   have	   obtained	   (ibid.:	   62)	   and	   not	   taking	   others	   e.g.	   dropouts	   into	  consideration.	   As	   mentioned	   in	   chapter	   5.1.,	   the	   diaspora	   youth	   in	   general	   have	  higher	  and	  more	  acknowledged	  education	   from	   the	   surrounding	  African	  countries,	  than	  the	  YRSS,	  resulting	  in	  a	  higher	  cultural	  capital.	  It	  makes	  them	  more	  qualified	  to	  be	  employed	  in	  government	  jobs	  as	  mentioned	  above	  which	  results	  in	  an	  increased	  material	   capital.	   Further,	   the	   diaspora	   youth	   often	   have	   a	   higher	   level	   of	   English,	  which	   additionally	   improves	   their	   chances	   for	   employment	   (Brown	  2006:	   20)	   and	  potentially	  rules	  out	  other	  youth	  possibilities	  of	  getting	  one	  of	  the	  few	  but	  very	  at-­‐tractive	   white-­‐collar	   jobs.	   In	   the	   Sommers	   and	   Schwartz	   report,	   it	   is	   stated	   by	   a	  South	  Sudanese	  official:	  “Even	  if	  you	  have	  a	  master’s	  degree,	  you	  can’t	  get	  a	  job	  if	  you	  
don’t	  know	  English.	  That’s	  why	  the	  East	  Africans	  [that	   is,	   refugee	  returnees]	  are	  tak-­‐
ing	  over”	   (2011:	  7).	  The	   fact	   that	   the	   language	   they	   speak	  are	   stopping	   them	   from	  getting	  a	  job,	  even	  though	  some	  might	  have	  a	  high	  educational	  degree,	  is	  a	  significant	  challenge	  in	  SS	  where	  some	  parts	  of	  the	  population	  have	  been	  used	  to	  speaking	  Ara-­‐bic	  and	  have	  different	  tribal	  backgrounds	  with	  tribal	   languages.	  Speaking	  e.g.	  tribal	  languages	  might	  be	  considered	  as	  high	  cultural	  capital	  in	  the	  rural	  areas,	  but	  in	  the	  urban	  areas	  and	  on	  the	  job	  market	  regarded	  as	  low.	   	   As	  described	  earlier	  the	  literacy	  rate	  for	  the	  female	  youth	  is	  lower	  than	  the	  one	  for	  males.	  However,	  in	  some	  of	  the	  refugee	  camps	  in	  the	  neighbouring	  countries,	  female	  education	  has	  been	  a	  priority.	  This	  has	   in	   some	  cases	   resulted	   in	   increased	  dowry	  prices8	  for	  the	  returning	  females	  because	  an	  educated	  woman	  is	  often	  considered	  as	  being	   ‘worth	  more’	   (Grabska	  2006:	  7).	  On	   the	  other	  hand,	   educated	  women	  might	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
8	  Definition	  of	  Dowry	  Price:	  "The	  term	  dowry	  usually	  refers	  to	  the	  wealth	  or	  property	  that	  a	  bride	  brings	  to	  
marriage.	  But	  in	  South	  Sudan,	  dowry	  actually	  means	  the	  reverse:	  "bride	  wealth"	  or	  "bride	  price.""	  (Som-­‐
mers	  and	  Schwartz	  2011:	  15).	  In	  this	  project	  we	  are	  using	  this	  definition.	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also	  be	  more	  aware	  of	  what	  their	  rights	  should	  or	  could	  be,	  and	  may	  question	  their	  status	  within	   their	   culture.	  A	  provider	   of	  AE	   in	   SS	   states	   in	   an	   interview:	   “When	  a	  
young	  woman	  is	  educated,	  she	  wants	  to	  have	  a	  say	  in	  who	  she	  marries	  and	  if	  the	  par-­‐
ents	  are	  not	  the	  ones	  making	  the	  choice,	  this	  can	  mean	  that	  they	  do	  not	  get	  the	  highest	  
dowry	  possible	   for	  her.”	   (Hermann	  2010:	   12).	   The	   young	  woman	  might	   impact	   her	  own	  social	   status,	  but	  with	  consequence	   for	  her	  and	  her	   family’s	  economic	  capital.	  Also,	  with	  regards	  to	  the	  woman	  being	  worth	  more	  in	  terms	  of	  the	  increased	  dowry	  price	  her	  social	  capital	   increases,	  but	  a	  potential	  husband	  might	  not	  be	  able	  to	  pay	  for	  her	  due	   to	  his	   limited	  material	   capital,	   and	   this	  might	   result	   in	  her	  not	   getting	  married,	  which	  is	  resulting	  in	  a	  low	  social	  status	  in	  the	  traditional	  society. 
 According	  to	  Grabska,	  early	  marriage	  often	  results	  in	  young	  women	  not	  getting	  edu-­‐cated	  (2006:	  7).	  In	  SS,	  the	  average	  age	  of	  marriage	  is	  19	  for	  women	  and	  23	  for	  men	  (SSNBS	  2010:	  5).	  When	  being	  a	  married	  woman	  there	  are	  obligations	  in	  the	  house-­‐hold	  that	  needs	  to	  be	  taken	  care	  of	  such	  as	  e.g.	  taking	  care	  of	  their	  children.	  This	  is	  one	  of	  the	  issues	  that	  Sommers	  and	  Schwartz	  identify	  in	  their	  report,	  where	  they	  ar-­‐gue	  that	  there	  is	  a	  lack	  of	  day	  care	  facilities,	  making	  it	  difficult	  for	  women	  with	  small	  children	  to	  participate	  in	  educational	  training	  (2011:	  4).	  All	  this	  leads	  to	  that	  the	  fe-­‐male	  youth	  in	  the	  YRSS	  youth	  group	  have	  a	  low	  cultural	  capital	  in	  the	  institutional-­‐ized	  form	  as	  they	  are	  not	  very	  likely	  to	  achieve	  a	  certificate	  for	  end	  education	  due	  to	  the	  above.	   	   The	  attitude	  towards	  education	  among	  the	  youth	  is	  important	  to	  take	  into	  considera-­‐tion.	  Education	  means	  different	  things	  to	  different	  people,	  all	  depending	  on	  their	  so-­‐cial	  and	  cultural	  upbringing	  and	  context.	  As	  explained	  above,	  the	  youth	  in	  SS	  tend	  to	  have	  unrealistic	  expectations	  in	  terms	  of	  getting	  jobs	  according	  to	  their	  educational	  background.	  They	  might	  think	  that	  having	  a	  primary	  school	  certificate	  qualifies	  them	  to	  get	  ‘white	  collar’	  jobs.	  However,	  the	  fact	  that	  nepotism	  plays	  such	  a	  big	  part	  in	  SS	  society	  might	  also	  be	  of	  significant	  influence,	  as	  described	  above.	  The	  value	  of	  educa-­‐tion	  does	   thereby	  not	   seem	   to	  be	  acknowledged	  and	  can	   seem	  rather	  meaningless	  for	   some	   young	   people	   in	   SS.	   This	   can	   also	   be	   due	   to	   the	   government’s	   priorities,	  which	  seem	  to	  be	   influenced	  by	   the	  so-­‐called	   ‘elite	  youth’	   (Sommers	  and	  Schwartz	  2011:	  12).	  The	  priorities	  are	  characterized	  by	  aiming	  at	  gaining	  high	  education,	  high	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status	   jobs	  etc.,	   and	  do	  not	  value	   the	  more	   traditional	  values	   in	   the	  society.	  As	   the	  elite	  youth,	  who	  are	  referred	  to	  as	  being	  the	  educated	  youth	  who	  returned	  from	  East	  Africa	  and	  also	  Khartoum,	  only	  compose	  a	  small	  amount	  of	   the	  total	  youth	  popula-­‐tion	   this	   is	   very	  problematic	   as	   the	  policies	  made	  by	   government	   thereby	  only	   fa-­‐vours	  the	  elite	  youth,	  and	  not	  the	  non-­‐elite	  youth	  (ibid.:	  11-­‐12).	   
 
Social	  Status Because	  of	  the	  high	  number	  of	  displaced	  persons	  during	  the	  civil	  wars,	  a	  lot	  of	  youth	  have	   been	   separated	   from	   their	   families	   as	   children.	   Consequently,	   they	   have	   not	  been	  brought	  up	  by	   their	  parents	  or	  close	  relatives,	  and	   they	  are	   therefore	   lacking	  the	  embodied	  form	  of	  cultural	  capital.	  They	  can	  for	  example	  have	  been	  brought	  up	  in	  the	  army	  as	  child	  soldiers	  or	  in	  a	  refugee	  camp	  as	  mentioned	  above.	  When	  returning	  to	  their	  original	  areas	  and	  villages	  these	  young	  people	  are	  often	  given	  a	  social	  status	  of	  being	  intruders,	  less	  deserving	  or	  of	  less	  social	  status	  than	  the	  youth	  who	  stayed	  during	  the	  conflicts	  (Sommers	  and	  Schwartz	  2011:	  7).	   	  These	  include	  especially	  the	  diaspora	  youth	  who	  settled	  outside	  of	  SS	  during	  the	  civil	  war,	  which	  has	  resulted	  in	  a	  low	  social	  and	  cultural	  capital	  in	  the	  eyes	  of	  especially	  other	  youth.	  According	  to	  one	  of	   the	   interviewed	   young	   returnees,	   this	  was	   based	   on	   a	   belief	   that	   the	   ones	  who	  stayed	  in	  SS	  suffered	  more	  during	  the	  conflict;	  “The	  ‘foreigner’	  label	  characterizes	  re-­‐
turning	  diaspora	  youth	  as	  importers	  of	  an	  alien,	  dangerous,	  and	  threatening	  culture.”	  (ibid.).	  Also,	  the	  youth	  who	  have	  been	  an	  active	  part	  of	  the	  conflict,	  as	  child	  soldiers,	  are	  looked	  upon	  in	  a	  contradictory	  manner	  as	  being	  either	  victim’s	  or	  a	  threat	  to	  so-­‐ciety	  (Sommers	  2006:	  5).	  According	  to	  Kabili,	  in	  the	  report	  “Child	  Soldiers	  and	  Youth	  
Citizens	  in	  South	  Sudan”,	  he	  expresses	   that	  he	  does	  not	  consider	  himself	  as	  being	  a	  victim	  because	  of	  his	  background	  in	  the	  SPLA	  (Ensor	  2012:	  281).	  ”Kabili	  dislikes	  the	  
label	   “child	   soldier”	   to	   which	   he	   cannot	   personally	   relate.	   In	   fact,	   he	   was	   not	   even	  
aware	  that	  he	  had	  been	  one	  until	  he	  was	  informed	  of	  the	  “sad	  reality”	  by	  some	  of	  the	  
many	  aid	  organizations	  he	  encountered	  while	  in	  exile”	  (ibid.).	  Furthermore,	  the	  report	  mentions	  the	  child	  soldiers	  as	  being	  a	  threat	  to	  society	  and	  presents	  “the	  need	  to	  pro-­‐
tect	  civilians	  from	  militarized	  youth”	   (ibid.)	  which	  is	  rather	  contradictory	  to	  the	  for-­‐mer	  quote.	  No	  matter	  whether	  they	  are	  seen	  in	  one	  way	  or	  the	  other	  it	  can	  be	  argued	  that	  is	  has	  a	  negative	  influence	  on	  their	  social	  capital.	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The	  social	  status	  of	  the	  youth	  is	  therefore	  also	  very	  much	  identified	  by	  other	  groups	  within	   society	   including	   other	   groups	   of	   youth.	   In	   terms	   of	   traditions,	   the	  YRSS	   can	   be	   considered	   as	   more	   conservative	   whereas	   the	   returnees	   often	   have	  been	   influenced	   from	  many	   different	   places	   and	   cultures	   (Sommers	   and	   Schwartz	  2011:	   7-­‐8).	   The	   cultural	   and	   social	   differences	   between	   the	   various	   groups	   of	   the	  youth	  in	  SS	  can	  eventually	  result	  in	  personal	  identity	  crises	  and	  fragmentation	  in	  so-­‐ciety	  as	  described	  in	  chapter	  4.1.	  and	  maybe	  even	  in	  conflicts	  between	  the	  different	  groups	   of	   youth	   e.g.	   a	   growing	   resentment	   between	   the	   diaspora	   youth	   and	  Khar-­‐toumers	  due	  to	  language	  differences	  (ibid.:	  7/14). 	   As	  mentioned	  earlier,	  some	  youth	  in	  SS	  tend	  to	  refuse	  to	  do	  certain	  jobs	  due	  to	  the	  social	   status	   of	   that	   job.	   A	   senior	   government	   official	   states	   in	   the	   Sommers	   and	  Schwartz	   report	   that	   the	   reason	   for	   this	   “is	   cultural.	   Some	   jobs	   are	   not	   suitable”	  (Sommers	   and	   Schwartz	   2011:	   9)	   meaning	   that	   due	   to	   their	   cultural	   background	  they	   consider	   certain	   jobs	   as	   low	   status	   jobs.	   There	   are	  more	   status	   in	   e.g.	   having	  ‘white	  collar’	   jobs,	  and	  other	   job	  opportunities	  might	  be	   ignored	  because	  of	   lack	  of	  status	  (ibid.:	  8)	  but	  also	  due	  to	  low	  pay	  (Hermann	  2010:	  17).	  Also,	  the	  chances	  of	  get-­‐ting	  married	  is	  lower	  if	  you	  do	  not	  have	  an	  acknowledged	  good	  job,	  and	  on	  the	  other	  hand	  if	  you	  have	  no	  job,	  you	  will	  not	  be	  able	  to	  pay	  the	  dowry	  price.	   	   According	  to	  Grabska,	  the	  inability	  to	  pay	  dowry	  prices	  is	  one	  of	  the	  big	  issues	  in	  SS	  (2006:	  7-­‐8)	  and	   this	   is	  backed	  up	  by	  Sommers	  and	  Schwartz.	  Dowry	   is	   something,	  which	   concerns	   all	   categories	   of	   youth	   including	  both	   genders,	   but	   also	   the	   family	  and	  the	  general	  society,	  and	  therefore	  also	  all	  of	  the	  three	  capitals.	  First	  of	  all,	  dowry	  payments	  are	  considered	  as	  being	  of	  a	  material	  kind,	  since	  it	  is	  usually	  utilized	  in	  a	  combination	  of	  money	  and	  some	  sort	  of	  livestock	  e.g.	  cattle.	  According	  to	  interviews	  made	  by	  Sommers	  and	  Schwartz,	  several	  people	  emphasised	  the	  great	  importance	  of	  especially	  the	  livestock,	  saying	  that	  ‘you	  cannot	  marry	  without	  cows’	  or	  that	  without	  livestock	  one	  cannot	  be	  considered	  a	  man	  (Sommers	  and	  Schwartz	  2011:	  4).	  There-­‐fore	  having	  this	  kind	  of	  material	  capital	  is	  of	  great	  importance	  for	  young	  men	  in	  SS,	  because	  it	  is	  one	  of	  the	  main	  factors	  influencing	  their	  social	  status	  and	  transition	  into	  adulthood.	  Usually	  it	   is	  a	  family’s	  responsibility	  to	  insure	  dowry	  for	  the	  sons	  in	  the	  family.	  Meanwhile,	  for	  young	  men	  returning	  to	  SS	  this	  can	  be	  an	  issue	  since	  they,	  as	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mentioned	  above,	  are	  often	   looked	  upon	  as	   less	  deserving	  compared	   to	   those	  who	  remained	  in	  SS	  during	  the	  conflicts.	  This	  makes	  some	  families	  more	  willing	  to	  help	  insure	  material	   capital	   for	  dowry	   for	   the	   sons	  who	  stayed	   (Grabska	  2006:	  8).	  This	  leaves	  some	  of	  the	  returnees	  i.e.	  the	  ones	  who	  have	  not	  ensured	  a	  ‘good’	  job,	  have	  no	  educational	   background	   etc.	   alone	   with	   the	   economic	   responsibility,	   making	   it	   al-­‐most	  impossible	  to	  marry	  because	  of	  the	  lack	  of	  opportunities	  to	  insure	  a	  steady	  in-­‐come	  and	  the	  increased	  dowry	  prices	  (Sommers	  and	  Schwartz	  2011:	  4).	  The	  youth	  referred	  to	  here	  are	  not	  the	  returnees	  coming	  back	  to	  good	  jobs,	  as	  some	  of	  the	  re-­‐turnees	  are,	  as	  mentioned	  above,	  but	  the	  ones	  who	  have	  e.g.	  resettled	  in	  their	  areas	  of	  origin,	  but	  who	  have	  not	  been	  able	  to	  get	  a	  job	  and	  ensure	  sufficient	  material	  capi-­‐tal.	  According	  to	  Sommers	  and	  Schwartz,	  the	  idea	  of	  dowry	  have	  severe	  consequenc-­‐es	   for	   the	   female	   youth,	   and	   they	   are	   often	   referred	   to	   as	   family	   ‘property’	   and	   a	  ‘source	  of	  income’	  (ibid.:	  4-­‐5),	  making	  their	  potential	  dowry	  value	  their	  primary	  so-­‐cial	  status,	  as	  also	  referred	  to	  above.	  It	  can	  further	  be	  argued	  that	  in	  some	  cases	  the	  objectification	  and	  commodification	  of	   young	  women	  can	   lead	   to	  mistreat	  by	   their	  new	  husband	  and	   to	   ‘slave	   like’	  conditions,	  which	  might	  result	   in	  suicide	  (ibid.:	  5).	  Women	  are	  in	  this	  connection	  regarded	  as	  material	  capital	  and	  the	  husband’s	  social	  capital	  is	  depended	  on	  the	  value	  of	  the	  woman.	   	   In	   general	   the	   social	   capital	   is	   of	   high	   significance	   to	   all	   youth	   in	   SS.	   Knowing	   the	  right	  people	  has	  been	  argued	  to	  be	  important	  when	  wanting	  to	  get	  a	  good	  job	  (Som-­‐mers	  and	  Schwartz	  2011:	  9).	  This	  form	  of	  nepotism	  is	  important	  when	  dealing	  with	  the	  social	  status	  among	  the	  youth.	  Knowing	  the	  right	  people	  can	  also	  be	  put	  in	  con-­‐nection	  with	  the	  tribalism	  that	   is	  present	  in	  SS.	  According	  to	  Aliap,	  a	  writer	  for	  the	  online	   newspaper	   the	   ‘Sudan	   Tribune’,	   it	   is	   necessary	   to	   “fight	   our	   known	   enemy	  
called	  tribalism”	  (Aliap	  2012	  (online))	  as	  he	  argues	  that	  the	  different	  ethnic	  groups	  have	  a	  tendency	  to	  feel	  superior	  to	  each	  other,	  and	  the	  fact	  that	  the	  tribe	  you	  belong	  to	  matters.	  He	  argues	   that	   in	   the	  major	  cities	   in	  SS	  people	  will	  often	  ask	  you	  what	  tribe	  you	  belong	  to	  (ibid.).	  This	  is	  also	  mentioned	  in	  the	  Sommers	  and	  Schwartz	  re-­‐port	  by	  a	  young	  unemployed	  male	  youth	  who	  says,	  “When	  we	  go	  to	  the	  [government]	  
offices,	  we	  find	  tribalism.	  They	  ask	  for	  your	  tribe,	  and	  if	  it’s	  the	  wrong	  one	  you	  cannot	  
get	  a	  job”	  (2011:	  9).	  The	  tribal	  background	  of	  the	  youth	  therefore	  also	  influence	  the	  social	  status,	  and	  is	  also	  of	  high	  significance	  to	  the	  cultural	  capital,	  as	  it	  identifies	  the	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cultural	  background	  and	  traditions	  of	  the	  various	  youth.	  This	  is	  not	  to	  be	  divided	  in-­‐to	   the	   youth	   groups	   as	   the	   youth	   in	   each	   group	  probably	   belong	   to	   diverse	   ethnic	  groups.	  The	  tribal	  background	  of	  the	  youth	  can	  also	  affect	  the	  material	  capital	  as	   it	  can	  be	  a	  determinant	  to	  what	  job	  the	  young	  person	  gets.	  Aliap	  suggest	  that	  instead	  of	  considering	  the	  ethnic	  groups	  as	  a	  “bad”	  thing,	  it	  should	  instead	  be	  turned	  into	  some-­‐thing	  positive	  and	  utilized,	  i.e.	  “We	  all	  need	  each	  other	  for	  the	  fact	  that	  different	  tribal	  
values,	  beliefs	  and	   life	  styles	   form	  the	   identity	  of	   the	  Republic	  of	  South	  Sudan”	   (Aliap	  2012	  (online)). 
 
Symbolic	  capital	  and	  habitus In	  the	  following,	  the	  symbolic	  capitals	  of	  the	  three	  groups	  of	  youth	  identified	  in	  chap-­‐ter	  6.1.	  will	  be	  made,	  and	  these	  will	  further	  help	  analysing	  what	  elements	  that	  may	  influence	   the	  habituses	   of	   the	  members	   of	   the	   three	   groups.	  However,	   the	  habitus	  refers	   to	   the	   individual,	   and	   due	   to	   the	   different	   capitals	   that	   the	  members	   of	   the	  groups	  possess	  it	  is	  not	  possible	  to	  identify	  the	  habituses,	  but	  rather	  what	  influences	  their	  habituses	  in	  one	  way	  or	  the	  other.	   
 
The	  youth	  who	  remained	  in	  South	  Sudan The	  youth	  that	  remained	  in	  SS	  have	  very	  little	  symbolic	  capital.	  They	  tend	  to	  be	  the	  ones	  that	  are	  unemployed	  and	  illiterate.	  Some	  of	  them	  have	  fought	  during	  the	  con-­‐flict,	  and	  are	  now	  looked	  upon	  as	  violent.	  They	  do	  not	  have	  much	  economic	  capital	  and	  are	  struggling	   to	  get	   social	   status	   in	   terms	  of	  e.g.	  paying	  dowry	  prices,	   though	  they	   tend	   to	   have	   an	   upper	   hand	   compared	   to	   the	   diaspora	   youth	   and	   the	   Khar-­‐toumers	  because	  they	  are	  often	  prioritised	  higher	  by	  their	  families	  when	  it	  comes	  to	  help	  with	  paying	  dowry.	  It	  is	  often	  seen	  that	  the	  YRSS	  can	  not	  afford	  to	  go	  to	  school,	  and	  do	  not	   fit	   in	  anywhere	   in	  the	  FES.	  The	  fact	   that	  they	  are	  refusing	  to	  do	  certain	  jobs	  affects	  their	  reputation	  in	  various	  ways	  and	  they	  are	  often	  stigmatized	  as	  idle,	  picky	  or	  lazy	  by	  other	  groups	  within	  society.	  On	  the	  other	  hand	  they	  would,	  accord-­‐ing	  to	   themselves,	  also	  get	  a	  bad	  social	  status	   if	  getting	  a	  so-­‐called	   ‘low	  status	   job’.	  The	  positive	   value	   the	  YRSS	   give	   to	   themselves	   is	  with	   regards	   to	   valuing	   cultural	  traditions,	  and	  trying	   to	  keep	  their	  honour	  by	  saying	   ‘no’	   to	  certain	   jobs.	  However,	  some	  of	  them	  might	  know	  the	  right	  people	  or	  be	  from	  a	  dominant	  tribe,	  and	  through	  their	  social	  connections	  gain	  good	  jobs.	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Adding	  up	  the	  three	  types	  of	  capital	  of	  the	  YRSS	  do	  not	  give	  a	  high	  symbolic	  capital	   -­‐	  no	   jobs,	  very	   limited	  material	  capital,	  and	  no	  educational	  background.	  Alt-­‐hough,	  when	  looking	  at	  the	  local	  level	  the	  YRSS	  might	  have	  a	  rather	  good	  social	  sta-­‐tus,	  but	  this	  might	  be	  limited	  by	  e.g.	  their	  small	  material	  capital.	  Their	  possibilities	  of	  getting	  a	  more	  significant	  symbolic	  capital	  seem	  to	  constantly	  be	  blocked	  by	  one	  or	  more	  of	  the	  other	  capitals.	   The	  low	  symbolic	  capital	  and	  limited	  possibilities	  can	  be	  seen	  in	  the	  youth’s	  choices	  of	  action	  due	  to	  their	  habitus.	  It	  can	  be	  argued	  that	  they	  are	  left	  in	  a	  situation	  where	  they	  are	  paralyzed	  from	  influencing	  their	  own	  life	  and	  future	  within	  the	  ‘legal’	  framework	  of	  society.	  It	  can	  be	  discussed	  whether	  their	  low	  symbolic	  capital	  and	  the	  habitus	  that	  follows,	  is	  leading	  the	  YRSS	  youth	  to	  give	  up	  on	  the	  attempt	  to	  contrib-­‐ute	  to	  the	  development	  of	  the	  society.	   
 
The	  diaspora	  youth Acknowledging	  that	  the	  group	  of	  diaspora	  youth	   is	  also	  diverse,	   the	  analysis	  of	   the	  various	  capitals	  above	  identifies	  a	  rather	  high	  social	  status	  among	  them	  as	  well	  as	  a	  fairly	  good	  economic	  capital	  compared	  to	  the	  other	  groups.	   The	  reputation	  of	  the	  diaspora	  youth	  is	  good,	  in	  the	  sense	  that	  they	  get	  a	  lot	  of	  the	   good	   jobs,	   due	   to	   their	   ability	   to	   speak	   English.	   Also	   the	   fact	   that	   some	   of	   the	  well-­‐educated	  diaspora	  youth,	  also	  regarded	  as	  part	  of	  the	  elite	  youth	  in	  SS,	  is	  priori-­‐tised	   by	   the	   government	   adds	   up	   their	   symbolic	   capital.	   This,	   however,	   influence	  their	  social	  capital	  among	  the	  other	  youth	  in	  SS	  who	  does	  not	  regard	  them	  as	  being	  true	  South	  Sudanese	  citizens	  because	  they	  fled	  during	  the	  conflict.	  This	  often	  stigma-­‐tizes	  the	  diaspora	  youth	  negatively,	  as	  they	  are	  considered	  to	  be	  ‘the	  foreigners	  who	  come	  and	  take	  all	  the	  good	  jobs’.	  This	  means	  that	  though	  they	  are	  considered	  to	  have	  a	  high	  cultural	  capital	  when	  it	  comes	  to	  education	  and	  language,	   it	   is	  considered	  to	  be	  rather	  low	  in	  the	  context	  of	  SSs	  traditional	  culture,	  also	  due	  to	  them	  having	  been	  influenced	  by	  foreign	  cultures.	  The	  symbolic	  capital	  of	  the	  diaspora	  youth	  can	  there-­‐fore	  be	  argued	  to	  be	  better	  than	  the	  one	  of	  YRSS,	  however,	  still	  limited	  when	  trying	  to	  fit	  in	  the	  SS	  cultural	  traditions.	  This	  contradiction	  in	  cultural	  capital	  can	  be	  argued	  to	  have	  an	   influence	  on	  the	  diaspora	  youth’s	  habituses.	  However,	  due	  to	   their	  high	  amount	   of	   symbolic	   capital	   and	   the	   habitus	   that	   evolve	   from	   this,	   they	   have	  more	  opportunities	  to	  choose	  how	  to	  act	  in	  society.	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The	  Khartoumers The	  fact	  that	  the	  Khartoumers	  mainly	  speak	  Arabic	  results	  in	  a	  fairly	  bad	  reputation,	  especially	   by	   the	   other	   groups	   of	   young	   people	   in	   SS.	   This	   can	   be	   because	   Arabic	  somehow	   symbolises	   the	   North,	   and	   thereby	   directly	   refers	   back	   to	   the	   conflicts.	  They	  are	  to	  a	  large	  extent	  also	  looked	  upon	  as	  intruders	  in	  SS	  like	  the	  diaspora	  by	  the	  YRSS,	  and	  they	  are	  not	  known	  for	  occupying	  the	  good	  jobs	  as	  much	  as	  the	  diaspora	  youth,	  probably	  because	  they	  often	  do	  not	  have	  much	  cultural	  capital.	  Their	  cultural	  capital	   is	   reflected	   in	   their	   lack	  of	   education,	   that	   they	  only	   speak	  Arabic	   and	   also	  due	  to	  the	  fact	  that	  they	  fled	  from	  the	  conflicts.	  Even	  for	  the	  Khartoumers	  with	  some	  educational	  experience	  the	  language	  is	  still	  an	  issue.	  This	  obviously	  influences	  their	  material	   capital,	  which	   is	   limited.	  The	   fact	   that	   they	   fled	  has	   in	   some	  cases	   caused	  separation	   from	   their	   families	  which	   further	   results	   in	   a	   lower	   social	   capital.	   The	  YRSS	  upper	  hand,	   as	  mentioned	   above	   in	   terms	  of	   the	   family	   helping	   them	   to	  pay	  dowry	   prices,	   is	   a	   challenge	   for	   the	   Khartoumers,	   as	   the	   families	   may	   favour	   the	  YRSS	  over	  them.	  The	  Khartoumers	  are	  as	  well	  as	  the	  other	  groups	  of	  youth	  difficult	  to	  lump	  together	  as	  they	  also	  have	  various	  backgrounds.	  However,	  when	  looking	  up-­‐on	  them	  in	  connection	  to	  the	  analysis	  above,	  their	  symbolic	  capital	  also	  seem	  to	  be	  limited;	  especially	  by	  the	  SS	  society	  in	  terms	  of	  possibilities	  to	  contribute	  with	  their	  skills,	  and	  to	  advance	  these	  further.	   For	   the	  Khartoumers,	   their	   habituses	  have	  been	   influenced	   a	   lot	   due	   to	   the	  moving	  back	  and	  forth.	  The	  familiar	  situations	  that	  they	  have	  had	  in	  Khartoum	  are	  not	  the	  same	  as	  in	  SS	  and	  when	  returning	  their	  actions	  will	  therefore	  have	  to	  be	  ad-­‐justed	  to	  the	  South	  Sudanese	  society	  in	  order	  to	  try	  to	  fit	  in.	   
 To	  sum	  up,	  the	  symbolic	  capitals	  of	  the	  three	  groups	  of	  youth	  differ	  from	  each	  other	  -­‐	  especially	   the	   diaspora	   youth	   differs	   significantly	   from	   the	   two	   others.	   They	   have	  managed	  to	  utilize	  the	  capitals	  they	  possess	  in	  terms	  of	  high	  educational	  levels.	  Due	  to	  the	  fact	  that	  SS	  is	  in	  the	  building-­‐up	  process	  there	  are	  not	  many	  opportunities	  for	  the	  youth	  to	  influence	  their	  capitals,	  even	  though	  many	  of	  them	  might	  have	  a	  wish	  to	  e.g.	  improve	  their	  educational	  background	  or	  contribute	  to	  society.	  Also,	  as	  argued	  in	  chapter	  6.2.,	  what	  is	  very	  problematic	  is	  that	  the	  majority	  of	  the	  youth	  are	  not	  being	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prioritized	  by	  the	  government,	  and	  the	  issues	  that	  are	  important	  for	  them	  to	  address	  are	  thereby	  neglected. Some	  youth	  groups	  are	  not	  able	  to	  utilize	  their	  individual	  qualifications	  they	  currently	  possess,	  as	  they	  are	  not	  being	  acknowledged	  in	  society,	  and	  their	  symbolic	  capital	  is	  therefore	  not	  very	  prominent.	  The	  youth	  are	  trying	  to	  keep	  up	  their	  posi-­‐tion	   in	  society	   in	   the	  best	  way	  possible	  but	  due	  to	   the	   little	  priority	   they	  are	  given	  this	  turns	  into	  quite	  a	  struggle.	  This	  can	  result	  in	  violent	  behaviour,	  which	  can	  stig-­‐matize	  youth	  as	  being	  violent	   (Hilker	  and	  Fraser	  2009:	  19).	  Therefore,	   themselves	  and	   society	   potentially	   end	   up	   considering	   young	   people	   as	   being	   a	   negative	   re-­‐source	  in	  society.	  All	  the	  different	  capitals,	  cultural,	  material	  and	  social,	  are	  for	  a	  lot	  of	  youth	  in	  SS	  so	  low	  that	  their	  symbolic	  capital,	  which	  according	  to	  Bourdieu	  is	  sup-­‐posed	  to	  be	  of	  positive	  value,	  ends	  up	  being	  the	  opposite.	  Their	  reputation	  and	  hon-­‐our	  can	  therefore	  be	  considered	  as	  scattered	  and	  difficult	  for	  the	  youth	  to	  have	  influ-­‐ence	  on.	   As	  described	  in	  chapter	  2.,	  ones	  habitus	  guides	  you	  towards	  familiar	  settings.	  In	  a	  country	  fragmented	  by	  war,	  this	  might	  result	   in	  that	  the	  youth	  groups	  up	  with	  people	   who	   have	   similar	   symbolic	   capital,	   creating	   strong	   group	   identities,	   which	  could	  explain	   the	  many	   internal	   conflicts	  between	   the	  different	  groups	  of	  youth.	   It	  can	  also	  mean	  that	  some	  young	  people	  feel	  the	  need	  to	  reposition	  themselves	  within	  society	  in	  order	  to	  be	  able	  to	  identify	  their	  role	  within	  it.	  This	  can	  be	  done	  in	  many	  ways,	  one	  being	  to	  ‘simply’	  neglect	  one’s	  own	  importance	  in	  society	  and	  slowly	  tak-­‐ing	  on	  the	  label	  of	  being	  ‘idle’. 
 When	  having	  analysed	  the	  symbolic	  capitals	  and	  recognized	  how	  it	  can	  influence	  the	  youth	  habitus,	   the	   relevance	  of	  AE	  will	   in	   the	   following	   chapter	  be	   identified.	  This	  will	  be	  done	  by	  looking	  into	  the	  implementation	  of	  different	  AEPs	  in	  SS,	  keeping	  in	  mind	  the	  youth	  symbolic	  capital,	  in	  order	  to	  investigate	  in	  what	  way	  these	  could	  con-­‐tribute	  to	  the	  youth	  becoming	  a	  greater	  asset	  for	  society. 
 
6.3.	  Implementation	  of	  Alternative	  Education	  in	  South	  Sudan	  FE	  was	  implemented	  in	  SS	  with	  inspiration	  from	  the	  WFEA	  during	  the	  colonisation	  by	   the	  British	  (Natsios	  2012:	  30).	  The	  FE	  system	  seen	   in	  SS	   today	   is	   therefore	  still	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inspired	  by	  the	  British	  educational	  method,	  as	  described	  in	  chapter	  5.	  As	  mentioned	  in	  chapter	  4.1.	   it	   is	  problematic	   that	  a	  non-­‐western	  country	  as	  SS	  have	  based	  their	  education	   system	   on	   a	   western	   approach,	   due	   to	   the	   lack	   of	   context	   dependency.	  Since	  SS	   is	  now	  creating	  an	  alternative	   to	   the	  FES,	   there	  will	   in	   this	   chapter	  be	   fo-­‐cused	  on	   the	  AEPs	  currently	  established	   in	   the	  SS,	  on	  what	  has	  been	   implemented	  and	  on	  some	  of	  the	  issues	  that	  can	  be	  found	  within	  these.	   As	   discussed	   in	   chapter	   4.,	   a	   need	   for	   AE	   has	   been	   created,	   especially	   for	  youth,	  due	  to	  the	  lack	  of	  educational	  opportunities	  during	  the	  conflicts.	  The	  GoSS	  is	  aware	  of	  this	  issue,	  and	  the	  MoE	  is	  therefore	  creating	  AEPs	  in	  SS	  (Hermann	  2010:	  6)9.	  Different	  types	  of	  AEPs	  are	  implemented,	  but	  due	  to	  the	  lack	  of	  resources,	  the	  GoSS	  have	  chosen	  to	  partner	  up	  with	  local	  and	  international	  NGOs	  to	  get	  the	  programmes	  implemented,	  according	  to	  Hermann	  about	  80	  %	  of	  the	  AEPs	  are	  being	  implemented	  by	  NGO’s	  (2010:	  7).	  According	  to	  the	  Women’s	  Refugee	  Committee,	  many	  of	  the	  pro-­‐grammes	   work	   with	   their	   own	   curriculum,	   their	   own	   certification	   methods,	   and	  courses	  varying	  from	  the	  length	  of	  three	  months	  to	  three	  years	  (Hermann	  2010:	  4).	  This	  can	  be	  problematic	  because	   it	   creates	  a	   large	  variation	  within	   the	  outcome	  of	  the	  programmes	  (ibid.).	  Another	  issue	  is	  that	  even	  though	  the	  government	  is	  focus-­‐ing	  on	  making	  AEPs	  for	  the	  youth,	  there	  it	  is	  still	  very	  limited	  how	  many	  young	  peo-­‐ple	  are	  offered	  a	  place	  within	  these	  programmes.	  	   
 In	  SS	  the	  MoE	  has	  created	  a	  system	  called	  Alternative	  Education	  System	  (AES).	  Ac-­‐cording	  to	  the	  Education	  Management	  Information	  System	  (EMIS)	  made	  by	  the	  Goss,	  there	  were	  approximate	  166.000	  students	  enrolled	  in	  the	  AES	  in	  2011	  (EMIS	  2011:	  88).	   It	   should	  be	  noted	   that	   these	  programmes	  are	  not	  made	   specifically	   to	   youth,	  but	   that	   58.325	   of	   the	   students	   in	   the	   AES	  were	   between	   the	   age	   of	   16-­‐20,	  while	  73,841	   were	   21	   years	   old	   and	   above	   (ibid.:	   89).	   The	   AES	   contains	   several	   pro-­‐grammes,	  where	  the	  largest	  is	  the	  Accelerated	  Learning	  Programme	  (ALP).	  This	  is	  a	  version	   of	   the	   formal	   primary	   education	   boiled	   down	   from	   eight	   till	   four	   years	   of	  study.	  The	  overall	  focus	  within	  this	  programme	  is	  literacy	  training	  but	  there	  is	  also	  a	  focus	  on	  life	  skills,	  HIV/AIDS	  awareness	  etc.	  (Dennis	  and	  Fentiman	  2007:	  49).	  Out	  of	  the	   143.685	   students	   in	   the	  ALP,	   53.447	   are	   in	   the	   age	   group	  between	  16	   and	  20	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years	  old	  (EMIS	  2011:	  98).	  The	  AES	  also	  includes	  the	  Basic	  Functional	  Adult	  Literacy	  program,	   with	   9.143	   students	   including	   24	  %	   youth,	   along	   with	   other	   very	   small	  programmes	  (ibid.:	  100).	   
 Besides	   the	   AES	   programmes	   there	   are	   different	   vocational	   training	   programmes	  being	   implemented	   in	   SS	   (Hermann	  2010:	  7).	  As	  described	   in	   chapter	  4.2.2.,	   voca-­‐tional	   training	   is	  usually	   implemented	   in	  order	  to	  create	  a	  more	  direct	  way	  for	  the	  students	   to	   provide	   for	   themselves.	   The	   GoSS	   runs	   vocational	   training,	   including	  programmes	  focusing	  on	  building	  and	  construction,	  plumbing,	  metal	  fabrication	  and	  electrical	  installations.	  An	  issue	  with	  this	  kind	  of	  vocational	  training	  is	  that	  jobs	  with-­‐in	  some	  of	  these	  sectors	  might	  be	  considered	  as	  low	  status	  jobs	  by	  the	  South	  Suda-­‐nese	  youth,	  as	  mentioned	  in	  chapter	  6.2.	  making	  it	  not	  very	  attractive	  to	  attend	  this	  kind	  of	  vocational	  training	  e.g.	  are	  vocational	  courses	  in	  construction,	  metal	  fabrica-­‐tion	  and	  carpentry	  not	  able	  to	  fill	  up	  their	  classes,	  where,	  on	  the	  other	  hand,	  many	  youth	  want	  to	  do	  courses	  in	  auto	  mechanics	  (ibid.:	  17).	   To	  get	  into	  these	  governmentally	  run	  vocational	  programmes,	  the	  young	  peo-­‐ple	  need	  to	  have	  completed	  Primary	  8	  (8th	  grade).	  If	  looking	  at	  EMIS	  statistics	  from	  2011,	   there	  has	  been	  counted	  1,391,704	  students	  enrolled	   in	  primary	  education.	   It	  can	  be	  seen	  that	  417.254	  of	  these	  students	  were	  in	  Primary	  1,	  (1st	  grade)	  and	  only	  30.527	  enrolled	   in	  Primary	  8	   (EMIS	  2011:	  43).	  Thereby	   it	   can	  be	  argued	   that	  only	  few	  of	  the	  people	  who	  start	  in	  Primary	  1,	  ends	  up	  going	  all	  the	  way	  through	  the	  pri-­‐mary	  education,	  and	  finishing	  Primary	  8.	  This	  can	  be	  considered	  as	  a	  problem,	  espe-­‐cially	  for	  students	  who	  are	  interested	  in	  a	  vocational	  education.	  Further,	  this	  prereq-­‐uisite	  has	  been	  set	  in	  accordance	  with	  the	  Northern	  Sudanese	  standards,	  where	  the	  amount	  of	  people	  completing	  primary	  8	  is	  higher	  (Hermann	  2010:	  8).	  This	  is	  due	  to	  the	  North’s	  historically	  and	  contemporary	  more	  developed	  system,	  as	  explained	   in	  chapter	  5.,	  and	  the	  South	  Sudanese	  context	  has	  therefore	  not	  been	  taken	  into	  consid-­‐eration,	   when	   making	   this	   prerequisite.	   In	   this	   way	   the	   GoSS’s	   vocational	   pro-­‐grammes	  are	  more	   in	   line	  with	   the	  concept	  of	  secondary	  schooling,	  where	  the	  stu-­‐dent	  will	  have	  had	  to	  complete	  primary	  education	  before	  being	  able	   to	  participate,	  than	  an	   actual	   alternative	   to	   the	  FE.	  This	   creates	   a	   limitation	   for	   the	  out-­‐of-­‐school	  youth,	   who	   could	   be	   considered	   as	   the	   real	   target	   group	   for	   the	   vocational	   pro-­‐grammes,	  even	  though	  many	  of	  them	  have	  never	  attended	  school	  (Hermann	  2010:	  8).	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Though	  many	  of	  the	  AEPs	  facilitated	  by	  NGO’s	  allow	  youth	  with	  all	  kinds	  of	  educa-­‐tional	  backgrounds	  to	  participate	  this	  can	  lead	  to	  a	  slower	  pace	  and	  a	  differentiation	  in	  learning	  outcome	  among	  the	  students,	  due	  to	  some	  youth	  illiteracy	  (ibid.:	  8),	  e.g.	  can	   the	   teacher	  not	  write	   instructions	   for	   the	   students	  etc.	   	  Depending	  on	   the	   stu-­‐dent’s	  cultural	  and	  social	  background	  they	  will	   react	  differently	   to	  different	  educa-­‐tional	  approaches,	  as	  also	  explained	  in	  chapter	  4.	  Within	  vocational	  training	  there	  is	  often	  included	  some	  kind	  of	  basic	  literacy	  training	  too,	  since,	  according	  to	  Hermann,	  the	  quality	  of	  the	  vocational	  training	  would	  be	  increased,	  if	  having	  more	  supplemen-­‐tary	  literacy	  classes(ibid.).	  The	  need	  of	  literacy	  classes	  along	  with	  a	  vocational	  train-­‐ing	  program	  can	  be	  seen	  due	  to	  the	  need	  of	   literacy	  in	  certain	  professions,	  e.g.	   is	   it	  important	  to	  be	  able	  to	  read	  and	  write	  some	  when	  studying	  electrical	  work	  or	  print-­‐ing,	  while	  it	  is	  less	  important	  in	  the	  professions	  of	  metal	  work	  or	  construction	  (ibid.:	  8) 
 When	   looking	   at	   the	   statistics	   from	   the	   EMIS	   unit,	   there	   were	   in	   2011	   enrolled	  58.1	  %	  males	  and	  41.9	  %	   females	   in	   the	  AES	   in	  SS	   (EMIS	  2011:	  88).	   It	   can	  be	  dis-­‐cussed	  why	  less	  females	  are	  enrolled	  in	  the	  AES,	  but	  as	  explained	  above	  in	  chapter	  6.2.,	   can	  responsibilities	  at	  home,	  early	  marriage	  and	  having	  children	  make	   it	  diffi-­‐cult	  for	  the	  young	  women	  to	  participate	  in	  the	  educational	  programmes.	  If	  looking	  at	  EMIS’	   statistics	   of	   dropouts	   anno	   2009	   20	   %	   of	   dropouts	   are	   pregnancy-­‐related,	  28	  %	  is	  due	  to	  marriage,	  and	  35	  %	  due	  to	  family	  responsibility	  (EMIS	  2010:	  51).	   To	  make	   it	   easier	   for	   the	   young	  mothers	   in	   general	   to	   participate	   in	   AEPs,	  Sommers	  argues	  that	  there	  is	  a	  need	  for	  day	  care	  facilities	  (2006:	  14)	  though	  it,	  ac-­‐cording	  to	  the	  vocational	  centers	  visited	  by	  Hermann,	  is	  overall	  acceptable	  to	  bring	  the	   children	   to	   training	   (Hermann	   2010:	   12).	   It	   can	   be	   argued	   that	   even	   though	  women	   can	   bring	   their	   children	   to	   training,	   this	   can	   still	   be	   seen	   as	   problematic,	  since	  their	  focus	  then	  might	  be	  on	  the	  child,	  or	  that	  a	  crying	  child	  might	  disturb	  the	  teaching	  for	  all	  involved.	   	   There	  are	  different	  difficulties	  and	  challenges	  needed	  to	  be	  taken	  into	  consideration	  when	  planning	   the	   implementation	   of	  AE	   in	   SS.	  Due	   to	   the	  many	   youth	   returnees,	  who	   came	   back	   to	   SS	   after	   the	   independence,	   there	   have	   been	   a	   need	   for	  making	  AEPs	  especially	  focused	  on	  this	  group,	  which	  is	  targeted	  as	  a	  vulnerable	  group.	  But	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as	  discussed	   in	   chapter	  6.1.,	   these	  young	  people	   return	  with	  different	   cultural	   and	  educational	  experiences,	  which	  makes	  it	  challenging,	  if	  not	  impossible,	  to	  make	  AEPs	  for	  them	  as	  a	  homogeneous	  group.	   
 According	  to	  the	  young	  people	  involved	  in	  a	  focus	  group	  discussion	  made	  by	  Karuna	  Hermann	  in	  Juba	  (SS),	  there	  has	  in	  SS	  been	  created	  a	  negative	  social	  attitude	  towards	  the	  AEPs,	  where	  they	  are	  not	  considered	  as	  being	   ‘real	  education’,	  and	  it	   is	   instead	  seen	  as	   the	  place	  where	  people	  who	  cannot	  handle	  a	  FE	  ends	  up	   (Hermann	  2010:	  10).	  Though	  it	  should	  be	  stated,	  that	  these	  young	  people	  are	  a	  part	  of	  the	  elite	  youth	  in	   SS,	   since	   they	   are	   students	   and	   youth	   union	   members	   in	   SS.	   Sommers	   and	  Schwartz	  argues,	  as	  mentioned	  in	  chapter	  6.2.,	  that	  the	  government	  have	  a	  tendency	  to	  listen	  mostly	  to	  the	  ‘elite’	  youth	  who	  in	  most	  cases	  are	  already	  educated	  and	  who	  prioritise	  this	  greatly	  (2011:	  11-­‐13).	  They	  therefore	  might	  overlook	  the	  need	  of	  the	  non-­‐elite	  youth,	  since	  the	  elite	  might	  have	  certain	  habitus’	  and	  capitals,	  which	  may	  not	  necessarily	  represent	  the	  broader	  discourse	  among	  the	  majority	  of	  uneducated	  youth	   in	  SS.	   	  Another	  problem	  is	   the	   ‘employability	  skills’	  of	   the	  youth.	  Within	   this	  lies	   punctuality,	   reliability,	   ability	   to	   communicate	   verbally,	   and	   to	  work	   in	   teams	  with	  other	  people	  (Hermann	  2010:	  9).	  There	  can	  be	  discussed	  several	  reasons	  as	  to	  why	  the	  youth	  in	  SS	  have	  these	  problems.	  One	  could	  be	  that	  these	  young	  people	  have	  grown	   up	   during	   a	  war,	   and	   that	   the	   focus	   in	   their	   upbringing	   has	   been	   on	   other	  things	  than	  being	  ‘polite’,	  showing	  up	  on	  time	  etc.	  (ibid,).	  But	  it	  can	  also	  be	  discussed	  whether	  it	  is	  because	  many	  of	  them	  come	  from	  rural	  areas,	  where	  they	  are	  not	  used	  to	  being	  employed	  by	  someone,	  but	  have	  worked	  as	  self-­‐employed,	  and	  are	  therefore	  not	  accustomed	  to	  the	  life	  of	  being	  employed.	   
 As	  explained	  earlier	  there	  is	  also	  the	  conflict	  of	  language	  when	  creating	  AEPs.	  Espe-­‐cially	   in	   the	  northern	  part	  of	   SS,	  people	   still	   speak	  Arabic,	   even	   though	   the	  official	  teaching	  language	  is	  English	  and	  further,	  people	  who	  have	  never	  been	  to	  school	  of-­‐ten	  only	  speak	  tribal	  languages.	  This	  makes	  it	  difficult	  for	  many	  young	  people	  to	  at-­‐tend	  the	  AEPs	  due	  to	  the	  language	  barrier.	  The	  youth	  from	  the	  aforementioned	  focus	  group	   discussion	   all	   felt	   that	   accompanying	   english	   classes	   would	   increasing	   the	  quality	  of	  the	  learning	  (Hermann	  2010:	  9). 
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In	  order	   to	  discuss	  how	  AE	   ideally	   could	  be	  made	   in	  order	   to	   include	  youth	   in	   SS,	  Paulo	  Freire's	  educational	  theory,	  as	  explained	  in	  chapter	  2.2.,	  will	  be	  used.	  This	  the-­‐ory	   contains	   an	   educational	   approach	  which,	   if	   put	   into	  use,	  might	   lead	   to	   greater	  development	  within	  SS.	  One	  of	  the	  main	  points	  by	  Freire	  is	  that	  education	  needs	  to	  be	  adjusted	  according	  to	   the	  context	   in	  which	   it	   is	  being	   implemented	  (Dimitriadis	  and	   Kamberelis	   2006:	   119).	   This	  means	   that	   there	   should	   be	   looked	   into	  what	   is	  needed	  in	  the	  society,	  and	  what	  the	  youth	  prefer	  to	  study	  and	  what	  skills	  the	  youth	  already	   have,	   e.g.	   as	  mentioned,	   the	   ex-­‐child	   soldiers	   ability	   to	   lead,	   or	   that	  many	  young	  people	  from	  rural	  areas	  have	  agricultural	  skills,	  before	  making	  the	  actual	  pro-­‐grammes	  (Hermann	  2010:	  14).	   If	   looking	  at	  Freire’s	   idea	  of	  problem	  posing	  educa-­‐tion,	  and	  implementing	  it	  into	  the	  AE	  in	  SS,	  it	  can	  be	  argued	  that	  the	  AEs’	  participa-­‐tion	   in	   the	  development	  of	  SS	  could	  be	   increased.	   If	  using	  problems	  and	  situations	  from	  the	  students’	  own	  world,	  e.g.	  by	  learning	  geometry	  in	  order	  to	  make	  better	  con-­‐structions	  of	  containers	  for	  food	  or	  corn,	  or	  learning	  math	  in	  order	  to	  be	  able	  to	  con-­‐trol	  a	   family’s	   income,	   it	  will	  give	   the	  student	  motivation,	   since	   they	  can	  relate	   the	  issues	  to	  their	  own	  world.	  Also,	  by	  focusing	  on	  problem	  solving	  in	  a	  context	  depend-­‐ent	  way,	  the	  youth	  in	  SS	  might	  adopt	  a	  more	  critical	  awareness	  of	  their	  surroundings	  which	  might	  help	  them	  to	  realise	  ways	  that	  they	  can	  play	  an	  active	  part	  in	  the	  devel-­‐opment	  of	   their	  own	  context.	  Along	  with	  this,	  Freire	   is	  a	  believer	  of	   that	  education	  should	   liberate	   people,	   and	   that	   only	   by	   education	   can	   the	   individual	   change	   its	  mindset,	  and	  be	  able	  to	  critique	  the	  existing	  situation	  (Freire	  2000:	  48).	  Though,	  as	  mentioned	  both	  in	  chapter	  4.1.	  and	  in	  7.3.,	  this	  can	  also	  lead	  to	  frustration	  and	  frag-­‐mentation	  in	  society,	  teaching	  youth	  about	  democracy	  and	  their	  ‘rights’	  if	  they	  do	  not	  feel	  that	  they	  have	  a	  voice	  in	  society	  or	  that	  they	  do	  not	  have	  the	  possibility	  to	  influ-­‐ence	  their	  context.	  One	  can	  argue	  that	  the	  need	  for	  young	  people,	  who	  have	  grown	  up	  in	  war,	  to	  change	  their	  mindsets	  to	  believe	  that	  they	  can	  have	  influence	  on	  their	  own	  lives	  and	  futures,	  can	  be	  of	  huge	  influence	  to	  the	  further	  development	  of	  SS. 	   To	  sum	  up,	  different	  kinds	  of	  AEPs	  are	  being	  implemented,	  among	  these	  literacy	  and	  vocational	  programmes.	  There	  are	  many	  issues	  to	  take	  into	  consideration	  when	  at-­‐tempting	  to	  create	  context	  dependent	  AE,	  the	  youth’s	  amount	  of	  capital,	  the	  way	  they	  look	  at	  education,	  what	  they	  want	  to	  learn	  about,	  what	  the	  society	  needs	  people	  edu-­‐cated	  within,	  and	  how	  to	  use	  some	  of	  the	  stills	  that	  the	  young	  people	  already	  have,	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within	   the	   educational	   programme.	   It	   is	   important	   to	   create	   programmes	   where	  many	  different	  people,	  women,	  men,	  parents,	  people	  who	  grew	  up	   in	  different	  cul-­‐tures	  and	  have	  different	  backgrounds	  etc.,	  can	  fit	  in	  and	  feel	  like	  they	  belong.	  Further,	  it	  could	  be	  beneficial	  to	  be	  inspired	  by	  some	  of	  the	  programmes	  made	  in	  countries	  with	  similar	  contexts,	  e.g.	  with	  focus	  on	  peace	  and	  health,	  and	  to	  Freire’s	  educational	  theory,	  which	   could	   lead	   to	   great	   results,	  when	   being	   used	   in	   the	   development	   of	  AEPs.	   
7.	  Discussion	  In	  order	  to	  help	  answering	  our	  problem	  definition,	  we	  have	  analysed	  youth	  and	  their	  roles	  within	  the	  South	  Sudanese	  context	  by	  using	  Bourdieu	  and	  his	  idea	  of	  capitals.	  During	  our	  analysis,	  we	   found	  that	   the	  majority	  of	  youth	  are	  under-­‐prioritised	  and	  highly	  marginalised	  by	  the	  GoSS	  but	  also	  by	  many	  INGOs.	  We	  also	  found	  that,	  when	  dealing	  with	  youth	  in	  post-­‐conflict	  countries,	  one	  of	  the	  main	  issues	  is	  the	  fact	  that	  there	  are	  some	  major	  contradictions	  in	  the	  discourses	  about	  youth.	  As	  Sommers	  ar-­‐gues,	  “Youth	  are	  most	  commonly	  depicted	  as	  either	  passive	  victims	  of	  trauma	  or	  active	  
security	  threats.”	  (2006:	  5).	  Even	  though	  the	  youth	  have	  been	  part	  of,	  or	   influenced	  by,	  a	  serious	  conflict,	  it	  does	  not	  mean	  that	  they	  are	  weak	  victims	  who	  have	  to	  start	  from	   scratch	   in	   relation	   to	   education,	  making	   a	   living	   and	   contributing	   to	   society.	  Due	  to	  the	  many	  different	  backgrounds,	  as	  mentioned	  in	  chapter	  5.1.,	  their	  life	  expe-­‐riences	  are	  many	  and	  vary	  a	   lot.	  This	  should	  be	  considered	  a	  strength	   instead	  of	  a	  weakness.	   
 Though	  the	  discourse	  about	  youth	  has	  been	  contradictory	  within	  recent	  years,	  it	  has	  been	  focused	  more	  on	  youth	  as	  a	  threat	  (Hilker	  and	  Fraser	  2009:	  12).	  This	  creates	  a	  problem	  for	  the	  South	  Sudanese	  society	  because	  what	  could	  be	  a	  great	  resource	  for	  society	   is	   instead	  considered	  a	   treat.	  Concerns	  about	   this	  are	   found	   in	  different	   in-­‐terviews	  made	  with	  people	  from	  various	  African	  countries,	  for	  example	  a	  lady	  states:	  “‘How	  have	  we	  let	  what	  should	  be	  our	  greatest	  asset,	  youth,	  become	  a	  threat	  to	  our	  se-­‐
curity?’”	  (Mabala	  2011:	  170).	  The	  stigmatization	  of	  the	  youth	  population	  is	  therefore	  of	   great	   significance.	   “The	  way	  youth	  are	  enabled	  or	  not	  to	  participate	  economically,	  
politically	  and	  socially	  and	  the	  way	  their	  issues	  are	  addressed	  at	  all	  levels	  in	  their	  socie-­‐
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ties	  depends	  on	   the	  way	   this	   large	  population	  group	   is	   viewed.”	   (ibid.:	   161).	  Mabala	  hereby	   suggests	   that	   if	   the	   youth	   is	   looked	  upon	   in	   a	   positive	  way,	   their	   symbolic	  capital	  will	  increase,	  and	  it	  can	  be	  argued	  that	  this	  will	  influence	  their	  habituses	  in	  a	  way	   that	   enable	   the	   youth	   to	   participate,	   and	   thereby	   also	   contribute	   to	   society	  (ibid.).	  In	  an	  interview	  by	  Mabala,	  it	  is	  argued	  that	  to	  include	  youth	  and	  utilize	  them	  in	  society	  is	  a	  major	  challenge	  for	  societies	  and	  governments	  in	  many	  African	  coun-­‐tries.	  Though,	  it	  is	  very	  important	  to	  do	  so,	  if	  wanting	  to	  secure	  stability	  and	  further	  development	   because	   they	   represent	   such	   a	   big	   part	   of	   the	   population	   in	   Africa	  (ibid.:	  160).	  Another	  great	  issue	  with	  treating	  youth	  as	  a	  threat	  is	  the	  fact	  that	  it	  can	  act	  as	  a	  great	  restriction	  when	  developing	  programmes	  for	  them.	  “Such	  fear	  does	  not	  
inspire	   people	   to	   try	   to	   understand	   and	  work	  with	   youth.	   Instead,	   it	   encourages	   the	  
idea	  that	  people	  must	  protect	  themselves	  against	  young	  people.”	  (Sommers	  2006:	  6) 
 The	  discourse	  of	  youth	  being	  violent	  and	  a	  threat	  is	  represented	  in	  the	  report	  “Youth,	  
exclusion,	   violence	   and	   fragile	   states”	   by	   Hilker	   and	   Fraser	   (2009)	   where	   different	  theories	   and	   structural	   factors,	   playing	  a	   role	   in	   the	  exclusion	  of	   youth	   in	   conflict-­‐	  and	  post-­‐conflict	   countries,	   are	   presented.	  One	   of	   the	   issues	   presented	  here	   is	   the	  fact	   that	   lack	  of	  voice	  and	  a	  blocked	   transition	   into	  adulthood	  can	  result	   in	  violent	  behaviour	  because	  it	  has	  great	  influence	  on	  youth	  inclusion	  in	  society	  (ibid.:	  18/24).	  A	  specific	  issue,	  where	  youth	  and	  their	  problems	  are	  not	  being	  prioritised	  is	  the	  is-­‐sue	  of	  dowry,	  as	  discussed	  in	  chapter	  6.It	  is	  argued	  that	  these	  are	  issues	  which	  have	  significant	   influence	  on	  the	  majority	  of	  youth	  ability	   to	   transit	   into	  adulthood.	  Fur-­‐ther,	   it	   is	  argued	  that	   if	   they	  do	  not	  go	  through	  this	  transition	  they	  will	  be	   left	   in	  a	  grey	  zone	  of	  waiting,	  being	  excluded	  from	  society,	  which	  can	  lead	  to	  great	  frustration	  and	  ultimately	  result	  in	  engagement	  in	  violent	  behaviour	  (ibid.:	  19).	  It	  is	  emphasised	  that	   things	   such	   as	   “un/underemployment,	   poor	   educational	   opportunities,	   lack	   of	  
voice,	  gender	  constraints	  etc.”	  (ibid)	  can	  act	  as	  important	  structural	  factors	  of	  exclu-­‐sion	  and	  blockage	  from	  entering	  the	  social	  status	  of	  adulthood	  (ibid.:	  18).	  A	  specific	  example	  from	  SS	  is	  that	  there	  have	  been	  examples	  of	  youth	  who	  have	  engaged	  in	  cat-­‐tle	  raiding’s	  in	  order	  to	  be	  able	  to	  pay	  dowry	  prices	  and	  rise	  from	  poverty	  (Sommers	  and	  Schwartz	  2011:	  6).	   The	  fact	  that	  the	  majority	  of	  young	  people’s	  issues	  are	  not	  taken	  into	  consid-­‐eration	   and	   are	   neglected	   by	   the	   government	   can	   increase	   instability,	   because	   it	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leads	  to	  marginalisation	  as	  argued	  in	  chapter	  6.	  It	  can	  also	  result	  in	  that	  youth	  lose	  trust	  in	  the	  government,	  which	  can	  lead	  to	  a	  decreased	  feeling	  of	  safety	  in	  their	  eve-­‐ryday	  life	  (Hilker	  and	  Fraser	  2009:	  24).	  This	  seem	  to	  be	  an	  issue	  in	  SS	  where,	  accord-­‐ing	   to	   one	  of	   Sommers	   and	   Schwartz	   young	   interviewees,	   the	   current	   government	  made	  a	  lot	  of	  promises	  during	  the	  campaign	  for	  an	  independent	  SS,	  promising	  things	  such	  as	  free	  education,	  better	  employability	  and	  good	  governance.	  Promises	  that	  the	  government	  have	  not	  been	  able	   to	   live	  up	   to	   so	   far	   (Sommers	  and	  Schwarts	  2011:	  13).	  It	  should,	  however,	  be	  noted	  that	  these	  things	  take	  time	  and	  an	  issue	  might	  be	  unrealistic	   expectations	   from	   the	   youth	   about	   the	   pace	   the	   government	   is	   able	   to	  work	  in.	   
 As	  argued	  in	  chapter	  6.,	  the	  GoSS	  are	  mainly	  taking	  into	  account	  the	  elite	  youth	  pri-­‐orities	  and	  act	  as	  if	  these	  are	  representing	  the	  majority	  of	  the	  youth,	  which	  we	  argue	  is	  not	   the	  case.	  According	   to	  Sommers,	   the	  majority	  of	   the	  uneducated	  youth	   in	  SS	  prioritize	  the	  issues	  of	  dowry	  and	  marriage	  ahead	  of	  education	  while	  officials	  within	  the	  government,	  and	  the	  elite	  youth,	  as	  well	  as	  most	  of	  the	  INGOs,	  do	  not	  consider	  it	  as	  being	  a	  great	  issue.	  They	  focus	  more	  on	  the	  creation	  of	  educational	  institutes	  and	  vocational	  and	   literacy	   training	  programmes	  than	  on	  trying	   to	  make	  broader	  more	  holistic	  programmes,	  which	  could	   include	   the	  uneducated	  majority	  of	  youth	   (Som-­‐mers	  and	  Schwartz	  2011:	  11-­‐13).	  Though,	  by	  taking	  a	  holistic	  approach	  it	  could	  be	  criticised	   that	   it	  might	  not	  be	  very	   specific	   and	   result	   in	   the	  youth	  gaining	  a	   lot	  of	  basic	  skills,	  but	  not	  being	  able	  to	  use	  them	  outside	  of	  the	  education	  environment.	  In	  order	   to	   include	   the	  majority	  of	   the	  youth,	   they	  will	  have	   to	  be	  asked	  what	  makes	  sense	  for	  them,	  taking	  their	  social,	  material	  and	  cultural	  background	  into	  considera-­‐tion.	  However,	   the	  wishes	  of	   the	  youth	  also	  have	   limits,	  and	  there	   is	  a	   fine	  balance	  between	  what	  is	  needed	  in	  order	  for	  the	  development	  of	  SS	  to	  go	  in	  the	  right	  direc-­‐tion	  and	  on	  how	   to	   include	   ‘all’	   in	   a	   satisfactory	  manner	   i.e.	   in	   this	   connection	   the	  GoSS	  and	  the	  youth.	   
 Even	  though	  the	  youth	  in	  SS	  do	  not	  have	  a	  lot	  of	  symbolic	  capital	  they	  still,	  to	  some	  extent,	   have	   skills	   and	   life	   experiences	   that	   are	   to	  be	  utilized	   in	   the	   society	  and	   in	  their	   everyday	   life.	   When	   planning	   educational	   programmes	   for	   youth,	   it	   is	   im-­‐portant	  to	  take	  starting	  point	  in	  these	  different	  skills	  in	  order	  to	  meet	  them	  as	  close	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to	  their	  current	  cultural	  background	  as	  possible.	  As	  described	  in	  chapter	  4.,	  the	  idea	  of	  what	  valuable	  knowledge	  is,	  differs	  significantly	  depending	  on	  the	  context.	  In	  SS,	  as	  well	  as	  many	  other	  developing	  countries,	  especially	  in	  rural	  areas,	  much	  qualifica-­‐tion	  is	  gained	  through	  general	  life	  skills	  taught,	  not	  in	  schools,	  but	  through	  one's	  eve-­‐ryday	  life	   in	  the	  villages	  learning	  about	  agriculture	  and	  other	  things,	  which	  are	  im-­‐portant	  in	  order	  to	  get	  by	  in	  the	  present	  context.	  These	  life	  skills	  do	  not	  necessarily	  require	  the	  ability	   to	  read	  and	  write	  and	  are	  skills	  one	  might	  not	  be	  able	  to	  obtain	  through	  FE.	  As	  the	  example	  with	  the	  former	  child	  soldier	  Kabili	  shows,	  some	  of	  these	  young	  people	  who	  have	  been	  soldiers,	  have	  skills	  that	  are	  usable	  in	  the	  civilian	  life.	  It	  is	  thereby	  not	  only	  the	  future	  education	  that	  determine	  how	  the	  youth	  can	  contrib-­‐ute	  and	  be	  utilized	  -­‐	  some	  already	  have	  useful	  skills	  and	  qualifications.	  We	  argue	  that	  it	  is	  an	  act	  of	  arrogance	  by	  INGOs	  and	  others	  to	  neglect	  the	  positive	  things	  youth	  can	  contribute	  with	  and	  have,	  before	  engaging	  in	  educational	  programmes.	  There	  seem	  to	  be	  a	  lack	  of	  acknowledgement	  of	  the	  fact	  that	  an	  educated	  person	  does	  not	  have	  to	  be	   ‘educated’	   in	  what	  western	   experts	   and	   INGOs	  may	   consider	   as	   being	   valuable	  knowledge,	  referring	  back	  to	  chapter	  4.1.,	  where	  the	  idea	  of	  the	  educated	  person	  is	  questioned.	   
 The	  following	  discussion	  will	  pay	  specific	  attention	  to	   the	  AEPs	   implemented	   in	  SS	  and	  we	  will	  discuss	  in	  what	  way	  these	  can	  accommodate	  the	  youth	  groups	  defined	  in	  chapter	  6.1.,	  in	  the	  best	  way	  possible.	  We	  will	  take	  departure	  in	  our	  argumentation	  from	  chapter	  4.	  and	  6.3.,	  which	  respectively	  deals	  with	  education	   in	  a	  general	  per-­‐spective	  and	  in	  the	  specific	  context	  of	  SS.	  What	  should	  be	  remembered	  is	  that	  SS	  is	  in	  its	  early	  stages	  of	  educational	  development	  and	  that	  some	  of	  the	  programmes	  men-­‐tioned	   in	   chapter	  4.2.2.,	   are	  very	   likely	   to	  be	   in	   the	  process	  of	  being	   implemented.	  However,	   as	   argued	   in	   chapter	   4.,	   one	   of	   the	   big	   issues	   when	   implementing	   pro-­‐grammes	  inspired	  by	  other	  countries	   is	   the	   lack	  of	  context	  dependency	  and	  lack	  of	  evaluations. 
 In	   chapter	   6.3.,	   we	   recognise	   that	   the	   programmes	   implemented	   in	   SS	   so	   far	   are	  mainly	  focusing	  on	  literacy	  and	  vocational	  training.	  In	  order	  for	  these	  AEPs	  to	  be	  of	  value	  to	  the	  South	  Sudanese	  youth,	  it	  can	  be	  argued	  that	  it	  is	  important	  that	  the	  con-­‐tent	   is	   comprehensive	  and	  aims	  at	   e.g.	  qualifying	   the	  youth	  at	  doing	  a	   specific	   job.	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Therefore,	  we	  will	  argue	  that	  such	  programmes	  should	  have	  a	  certain	  length	  in	  order	  for	  the	  youth	  to	  acquire	  the	  proper	  qualifications,	  and	  that	  having	  three	  week	  pro-­‐grammes	  seems	  rather	  insufficient.	  Though	  this	  leaves	  the	  GoSS	  with	  a	  big	  challenge,	  having	  to	  insure	  that	  there	  are	  in	  fact	  jobs	  available	  for	  these	  young	  people.	   As	  explained	  in	  chapter	  6.3.,	  the	  ALP	  introduced	  by	  the	  GoSS	  is	  offering	  a	  pri-­‐mary	   school	   education	   in	   half	   the	   time	   of	  what	   it	   takes	   in	   the	   FES.	   First	   of	   all	   the	  quality	  of	  the	  ALP	  can	  be	  questioned,	  and	  how	  it	  is	  even	  possible	  to	  cover	  an	  8	  year	  curriculum	  in	  4	  years.	  Secondly,	  it	  can	  be	  argued	  that	  the	  students,	  being	  youth	  and	  adults,	  have	  a	  whole	  other	  starting	  point	  for	  learning	  than	  the	  students	  normally	  tar-­‐geted	   in	  primary	   school,	   but	   also	   it	  might	  not	  be	   sufficient	   to	  only	  make	  a	   shorter	  version	  of	  the	  FE	  system.	   Further,	  due	  to	  the	  low	  numbers	  of	  youth	  attending	  the	  AES	  we	  argue	  that	  it	  would	   be	   beneficial	   for	   the	   GoSS	   to	   increase	   the	   focus	   on	   trying	   to	   involve	   young	  people	  in	  the	  programmes	  along	  with	  increasing	  the	  capacity	  of	  the	  programmes.	   
 As	   explained	   in	   chapter	   5,	   both	   Arabic	   and	   English	   are	   considered	   as	   official	   lan-­‐guages	   in	  SS,	  but	   the	  GoSS	  have	  decided	   that	  only	  English	   is	   to	  be	  used	   in	  schools.	  This	   is	   problematic,	   since	   it	   excludes	   e.g.	   the	   Khartoumers	   from	   participating	   be-­‐cause	   they	  mainly	   speak	  Arabic.	   Though,	   since	  many	   of	   the	  AEPs	   are	   being	   devel-­‐oped	  in	  cooperation	  with	  INGOs	  it	  is	  not	  surprising	  that	  the	  primary	  language	  is	  Eng-­‐lish.	  If	  the	  GoSS	  was	  able	  to	  rely	  less	  on	  local	  and	  international	  NGO’s	  it	  might	  be	  eas-­‐ier	   to	  make	  more	  effective	  and	  comprehensive	  youth	  programmes,	   if	  prioritized.	   If	  further	  discussing	   language	  and	   literacy,	   the	  complication	  that	  can	  be	  seen	   in	  rela-­‐tion	  to	  vocational	  training	  for	  illiterate	  youth	  should	  be	  included.	  It	  can	  be	  discussed	  whether,	  as	  the	  South	  Sudanese	  students	  argue	  in	  chapter	  6.3.,	  supplementary	  Eng-­‐lish	  literacy	  classes	  is	  the	  best	  solution,	  or	  whether	  there	  should	  be	  developed	  a	  sys-­‐tem	  for	  programmes	  aimed	  at	  certain	  vocational	  jobs	  in	  which	  literacy	  is	  not	  of	  great	  importance,	   where	   a	   necessity	   to	   read	   and	   write	   is	   not	   included	   in	   the	   learning	  method,	  e.g.	   in	   training	   to	  construction	  or	  metal	  work.	  Further,	   if	   the	  discourse	   to-­‐wards	  AEPs	  is	  as	  the	  elite	  youth	  explain	  it	  in	  chapter	  6.3.,	  it	  can	  be	  discussed	  whether	  the	  discourse	  is	  so	  due	  to	  the	  content	  of	  the	  programmes,	  or	  whether	  it	  is	   ‘just’	  the	  discourse	  upon	  the	  programmes	  that	  is	  negative.	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Along	  with	   this,	   it	   has	   throughout	   the	  project	   been	  discussed,	   that	   an	   issue	  with	  regards	   to	   the	  certification	  methods	   in	   the	  AEPs	   in	  SS	  can	  be	   found.	   It	  can	  be	  argued	  that	  to	  make	  the	  programmes	  more	   ‘official’,	  e.g.	  making	  certificates	  for	  the	  vocational	  training	  as	  a	  tool	  to	  change	  the	  discourse	  around	  the	  jobs,	  could	  potential-­‐ly	  make	  the	  youth	  more	  interested	  in	  participating	  in	  these	  programmes.	  However,	  it	  is	   very	  problematic	   that	   the	  different	  programmes,	  which	  do	  offer	   certificates,	   use	  different	  certification	  methods.	  It	  would	  be	  a	  great	  advantage	  for	  the	  youth	  if	  a	  for-­‐mal	  national	  certification	  system	  for	  the	  AEPs	  was	  made	  to	  make	  it	  possible	  to	  utilise	  and	  make	  the	  certificates	  obtained	  valuable	  in	  other	  connections	  and	  contexts.	   
 If	   looking	  at	   the	  AEPs	  already	   implemented	   in	  SS	   it	  can	  be	  argued	  that	   the	   literacy	  and	   vocational	   training,	   due	   to	   the	   western	   inspiration,	   are	   reproducing	   western	  norms	  and	  values.	  Whether	  this	  is	  an	  intended	  priority	  from	  the	  GoSS	  can	  be	  ques-­‐tioned	  but	  as	  explained	  in	  chapter	  5.,	  the	  FES	  in	  SS	  is	  highly	  influenced	  by	  the	  British	  colonisation.	   To	   implement	   a	   WFEA	   and	   to	   consider	   this	   as	   being	   the	   normality	  would	  according	  to	  Bourdieu	  be	  considered	  as	  being	  an	  act	  of	  symbolic	  violence.	  We	  argue	  that	  the	  development	  of	  SS	  should	  not	  necessarily	  be	  urged	  into	  a	  western	  di-­‐rection,	   but	   that	   the	   South	   Sudanese	   at	   some	  point	  will	   probably	   have	   to	   increase	  their	  literacy	  rates	  if	  wanting	  to	  communicate	  with	  the	  rest	  of	  the	  world.	   In	  order	  to	  further	  develop	  the	  system	  of	  AE,	  we	  argue	  that	  it	  could	  be	  benefi-­‐cial	   to	   focus	  more	   on	   the	   implementation	   of	   some	   of	   the	   other	   programmes	  men-­‐tioned	  in	  chapter	  4.2.2.	  to	  try	  to	  make	  more	  context	  dependent	  education	  related	  to	  the	   local	   culture	   and	   capitals	   of	   the	  youth.	   Focusing	  on	  e.g.	   peace	   education	  might	  help	  in	  the	  prevention	  of	  new	  conflicts.	  Due	  to	  the	  youth	  low	  symbolic	  capital,	  it	  can	  also	  be	  argued,	  in	  accordance	  to	  Freire,	  that	  programmes	  including	  youth	  as	  an	  equal	  actor,	  also	  in	  the	  planning	  process,	  creating	  a	  more	  inclusive	  learning	  environment,	  taking	  departure	  in	  the	  youth	  everyday	  life	  and	  already	  existing	  skills.	  This	  could	  al-­‐so	  help	  them	  to	  feel	  empowered	  and	  increase	  their	  self-­‐esteem,	  as	  one	  of	  the	  exam-­‐ples	   from	   chapter	   4.2.2.	   also	   shows.	   	   In	   accordance	   to	   this,	   Sommers	   argues:	   “(...)	  
programs	  must	  start	  with	  “children’s	  and	  young	  people’s	  definitions	  of	  constraints	  and	  
opportunities”	  when	  policies	  and	  programmes	  are	  developed	   for	   them	  (...)	  This	  para-­‐
digm	  shift	  is	  a	  critical	  departure	  point	  for	  youth	  programming	  because	  it	  casts	  young	  
people	  as	  core	  formulators	  of	  their	  own	  assistance.”	   (Sommers	  2006:	  8).	  We	  also	  ar-­‐
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gue	  that	  this	  can	  create	  ownership	  towards	  the	  programmes,	  which	  eventually	  might	  lead	  to	  creating	  a	  more	  positive	  discourse	  around	  the	  programmes	  among	  the	  youth,	  and	  potentially	  in	  society. 
 To	  sum	  up	  it	  is	  argued	  that	  young	  people	  are	  more	  available	  to	  participate	  in	  violent	  engagement	  if	  they	  are	  excluded	  and	  marginalised,	  this	  could	  be	  from	  the	  education-­‐al	   sector	  or	   from	   the	   job	  market	   (Sommers	  2006:	  15-­‐16).	   In	   chapter	  6.	   and	   in	   the	  above	   it	   has	   been	   argued	   that	   this	   is	   very	  much	   the	   case	   for	   the	   South	   Sudanese	  youth.	  It	  can	  be	  argued	  that	  the	  combination	  of	  living	  in	  a	  post-­‐conflict	  environment	  and	  having	  been	  exposed	  to	  or	  directly	  engaged	  in	  war,	  together	  with	  exclusion	  and	  lack	  of	  voice	  can	  influence	  youth	  in	  a	  way	  that	  increase	  the	  possibility	  to	  engage	  in	  violence.	  This	  is,	  if	  there	  is	  not	  taken	  specific	  contextualised	  considerations	  to	  their	  needs	   or	   if	   they	   are	   not	   given	   opportunities	   to	   engage	   in	   activities	   utilising,	   their	  possible	  potential	  as	  sufficient	  resources	  in	  society.	  “A	  large	  youth	  cohort	  need	  not	  to	  
be	  a	  problem	  if	  there	  are	  sufficient	  opportunities	  for	  young	  people	  and	  they	  can	  be	  en-­‐
gaged	  in	  meaningful,	  democratic	  national	  projects.”	  (Hilker	  and	  Fraser	  2009:	  21)	  It	  is	  therefore	   important	   to	   take	   into	  consideration	   the	  youth	  already	  existing	  potential	  and	  resources	  when	  making	  educational	  programmes	  in	  SS.	  It	  should	  also	  be	  consid-­‐ered	  that	  some	  of	  these	  youth	  who	  already	  have	  some	  kind	  of	  skills	  are	  ready	  to	  take	  on	  some	  responsibility	   in	   terms	  of	  a	   job,	  acknowledging	   their	   skills	  even	   though	   it	  might	  not	  be	  an	  official	  education	  and	  they	  do	  not	  have	  certificates	  on	  it.	  Further,	  we	  argue	   that	  an	  educated	  youth	  will	  benefit	  both	   the	  build	  up	  process	  of	  SS,	  but	  also	  the	  young	  peoples	  own	  lives.	   
8.	  Conclusion	  
How	  can	  an	  increased	  focus	  on	  alternative	  education	  insure	  the	  youth	  in	  South	  Sudan	  a	  
more	  active	  and	  inclusive	  role	  in	  the	  building	  up	  of	  the	  post-­‐conflict	  country?	   	   In	  order	  for	  the	  youth	  in	  SS	  to	  be	  able	  to	  play	  a	  more	  active	  role	  in	  the	  building-­‐up	  of	  SS	  and	  for	  them	  to	  utilize	  their	  qualifications	  in	  the	  construction	  of	  the	  South	  Suda-­‐nese	  society,	  we	  argue	  that	  the	  GoSS	  needs	  to	  reconsider	  how	  to	  prioritise	  youth.	  If	  the	   elite	   youth	   do	   not	   consider	   AEPs	   as	   being	   a	   ‘real’	   education,	   and	   they	   are	   the	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ones	  currently	  prioritised	  by	   the	  GoSS,	   it	   can	  create	  a	  generally	  negative	  discourse	  AEPs	  within	  society.	  Instead,	  a	  bigger	  focus	  on	  the	  majority	  of	  the	  youth	  is	  important	  in	  order	  to	  change	  the	  discourse	  around	  them	  from	  the	  idea	  of	  them	  being	  ‘idle’	  or	  a	  threat	   to	   including	   them	  as	  active	  and	  resourceful	   community	  members.	  We	  argue	  that	   in	   order	   to	   change	   this	   discourse,	   to	  make	   successful	   youth	   educational	   pro-­‐grammes,	   the	   facilitators	   need	   to	   take	   departure	   in	   the	   capitals	   that	   the	   youth	   al-­‐ready	  possess.	  Though,	  it	  seems	  to	  be	  a	  difficult	  task	  to	  make	  an	  inclusive	  education	  system	   in	   a	   post	   conflict	   country	   due	   to	   the	   diversities	   among	   the	   youth	   and	   the	  fragmented	   society.	  AE,	   if	   structured	   in	   a	  more	   comprehensive	   and	   thorough	  way,	  can	  help	  with	  the	  process	  of	  decreasing	  the	  gap	  between	  the	  different	  youth	  groups,	  and	  increase	  the	  chances	  for	  a	  stable,	  peaceful	  and	  inclusive	  build-­‐up	  process.	  This	  is	  where	  we	  argue	  for	  Paulo	  Freire’s	  ideas	  of	  dialogue;	  problem-­‐posing	  education	  and	  participation	  in	  the	  planning	  process	  could	  be	  beneficial.	  When	  implementing	  educa-­‐tion	   systems	   inspired	   from	   other	   countries	   and	   contexts,	   it	   is	   important	   to	   insure	  transferability	   in	  order	  make	   sure	   that	   they	  are	  adaptable	   to	   the	   context.	   It	  would	  also	  benefit	  the	  implementation	  and	  development	  of	  the	  programmes,	  if	  there	  were	  a	  greater	  focus	  on	  the	  evaluation	  process.	   
 Within	  SS,	  there	  is	  a	  need	  for	  a	  political	  will	  to	  prioritise	  and	  include	  the	  youth.	  The	  attempts	  to	  include	  the	  youth	  have	  little	  chance	  of	  succeeding	  if	  the	  GoSS	  is	  not	  will-­‐ing	  to	  prioritise	  the	  youth.	  The	  GoSS	  needs	  to	  play	  an	  active	  part	  in	  trying	  to	  utilize	  the	  young	  people’s	  qualifications	  as	  a	  resource	  for	  society.	  Also,	  the	  AEPs	  need	  to	  be	  further	   aimed	   at	   creating	   context	   dependent	   and	   useful	   learning	   processes	   and	  knowledge,	  since	  it	   is	  crucial	  that	  the	  education	  systems	  reflect	  the	  society	  it	   is	  im-­‐plemented	  in.	   The	  Government	  will	  need	  to	  create	  job	  opportunities	  in	  order	  to	  insure	  that	  the	  skills	   the	  young	  people	  already	  possess	  and	   further	  gain	   from	  the	  AEPs	  can	  be	  utilised	  and	  aimed	  towards	  the	  building	  up	  of	  the	  SS	  society. 
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9.	  Reflections	  	  When	   reflecting	   upon	   our	   choice	   of	   theory,	   we	   have	   found	   that	   the	   use	   of	   Pierre	  Bourdieu’s	  abstract	  concepts	  in	  combination	  with	  the	  more	  context	  dependent	  Paulo	  Freire	  have	  made	  it	  possible	  to	  look	  upon	  our	  subject	  in	  a	  more	  comprehensive	  way. One	  of	  the	  things	  that	  should	  be	  kept	  in	  mind	  when	  using	  Bourdieu,	  is	  that	  he	  has	  developed	  his	  concepts	  without	  a	  specific	  context	   in	  mind.	  This	  can	  create	  cer-­‐tain	  difficulties	  when	  wanting	  to	  use	  his	  concepts	  in	  a	  context	  dependent	  investiga-­‐tion.	  We	  have	  recognized	  this	  in	  our	  work	  with	  his	  concept	  of	  capitals.	  When	  talking	  about	   the	   capitals	   on	   a	   theoretical	   level,	   there	   is	   a	   somewhat	   clear	   distinction	   be-­‐tween	  material,	  social	  and	  cultural	  capital,	  though	  when	  working	  with	  them	  in	  prac-­‐tise	  it	  is	  difficult	  to	  separate	  them	  from	  each	  other	  since	  they	  overlap.	  Also,	  it	  is	  diffi-­‐cult	  to	  delimit	  oneself	  when	  using	  Bourdieu.	  Since	  the	  capitals	  entail	  so	  many	  differ-­‐ent	  aspects,	   it	   is	  possible	   to	   fit	  almost	  anything	  within	   them.	  Obviously,	  due	   to	   the	  framework	   of	   this	   project,	   we	   have	   had	   to	   leave	   out	   information.	   This	  makes	   the	  analysis	  of	  the	  youth	  capitals	  merely	  our	  own	  interpretation	  and	  assumption	  of	  what	  we	  have	  believed	  to	  be	  the	  most	  important	  things.	  It	  has	  been	  possible,	  through	  the	  use	  of	  Paulo	  Freire,	  to	  get	  Bourdieu’s	  concepts	  adapted	  to	  our	  context.	  Though	  Bour-­‐dieu	  also	  deals	  with	  education	  in	  his	  theories,	  we	  have	  found	  Freire	  useful	  due	  to	  his	  great	  focus	  on	  his	  concept	  about	  problem-­‐posing	  education.	  This	  has	  given	  us	  a	  good	  groundwork	  for	  discussing	  the	  possibilities	  of	  reforming	  the	  education	  sector	  to	  ac-­‐commodate	  young	  people	  who	  have	  been	  marginalised	  and	  excluded	  by	  society. 
 If	   trying	   to	   take	  a	  different	  perspective	  on	   the	  subject	  of	   this	  project,	   it	   could	  have	  been	  interesting	  to	  go	  even	  more	  into	  depth	  with	  the	  power	  relations	  within	  SS,	  by	  taking	  a	  more	  political	  approach.	  This	  could	  have	  been	  done	  by	  looking	  further	  into	  the	  role	  of	  the	  government,	  local	  and	  international	  NGO’s	  and	  the	  way	  the	  different	  ethnic	  groups	  are	  affecting	  the	  process	  of	  building	  up	  South	  Sudan.	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“The	  costs	  of	  not	  focusing	  on	  adolescents	  are	  enormous:	  massive	  rights	  violations	  
committed	  against	  adolescents,	  with	  long-­‐term	  consequences	  for	  them	  and	  their	  com-­‐
munities	  as	  they	  attempt	  to	  endure	  and	  recover	  from	  an	  armed	  conflict.	  Perhaps,	  worst	  
of	  all,	  adolescents’	  strengths	  and	  potential	  as	  constructive	  contributors	  to	  their	  socie-­‐
ties	  go	  largely	  unrecognized	  and	  unsupported	  by	  the	  international	  community,	  while	  
those	  who	  seek	  to	  do	  them	  harm,	  such	  as	  by	  recruiting	  them	  into	  military	  service	  or	  in-­‐
volving	  them	  in	  criminal	  activities,	  recognize	  and	  utilize	  their	  capabilities	  very	  well.”	   
 -­‐	  Richard	  Mabala	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